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Abstract
The research literature identifies a number of variables that influence the level of training
transfer in organizations. The purpose of this study was to investigate the influence of
trainees’ characteristics and organizational climate on the level of training transfer. This
study focused on the James Madison University staff who attended at least one training
session in the Training and Development Department operated by and for their
university. The study used a mixed-methods approach to collect data. The study
examined the trainees’ perceptions of the training they attended, the trainees’ incentives
to transfer the new learning, the trainees’ perceptions of supervisory support for training,
and the trainees’ and managers’ perceptions of the level of training transfer. The sample
consisted of 25 trainees who attended at least one training session in customer service
skills and four of their managers. The results from the research suggest that there is a
relationship between trainees’ characteristics and organizational climate, and both
characteristics and climate influence training transfer.
Keywords: organizational development, training programs, training transfer,
trainees’ characteristics, organizational climate, perceptions of training, incentives
to transfer, supervisory support, university staff, and mixed-methods.
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Chapter One
Introduction
In a highly competitive marketplace, with universal competition and flourishing
technological advances, organizations are constantly trying to develop skilled and
competent employees. Thus, organizations spend millions of dollars on interventions and
explore different approaches to ensure the transfer of the newly acquired knowledge
(Donovan, Hannigan, & Crowe, 2001). Lakewood Research (1997) estimated that U.S.
organizations spent $200 billion in both the direct and indirect cost of training in 1997.
Using more recent statistics, Gresham (2010) suggests that 2008 training budgets are
similar to pre-2008 budgets and have not lost ground in spite of the recession. Gresham
provides the American Society for Training and Development (ASTD) estimates of
$134.07 billion spent on training and development in 2008. The purpose of such
interventions is to provide, retain and improve the needed knowledge, skills, and attitudes
to fulfill the organizations’ goals and score a competitive advantage. In other words,
organizations develop training programs and hope for cost-effective results in terms of
learning transfer in their employees’ productivity and accomplishment of the
organizational goals (Nikandrou, Brinia, & Bereri, 2009).
Organizations are now required to invest in their workforce more than ever (Salas
& Cannon- Bowers, 2001). This investment is caused by the need to (a) keep a superior
position among competitive organizations, (b) survive organizational restructuring, (c)
increase the employees’ productivity, and (d) account for the significant demographic
shifting in the global and diverse workforce (Arthur Jr, Bennett, Edens, & Bell, 2003;
Knoke & Kalleberg, 1994). In fact, research exploring training, its design, delivery, and
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evaluation has been conducted extensively in the last thirty years. Today, however,
training is not viewed as a “stand-alone event” in the organization; rather it is an essential
component (Salas & Cannon-Bowers, 2001, p. 472). Researchers are developing new
training models and evaluation systems that report their effectiveness on different levels.
At the same time, organizations look for the most cost effective training that guarantees
the improvement in their employees’ productivity. This need has caused the utilization of
technology based training; technology is here to stay (DeRouin, Fritzsche, & Salas,
2005). Although there is so much emphasis given to training, researchers now give even
a greater emphasis to training transfer.
Organizations place greater emphasis on training transfer because of the state of
today’s economy (Isidore, 2008). Organizations realize their need to spend money on
training new employees which must be financially justified by the trainees’ learning of
new knowledge, skills, and abilities and applying those KSA’s on the job. More and
more is being said about how the current economy is headed toward a total collapse and
the reported increase in the number of employers who are cutting staff (Isidore, 2008).
According to U.S. Bureau of Labor Statistics, the unemployment rate as of August, 2011
was 9.1%. A total of 14.0 million people are unemployed (U.S Bureau of Labor
Statistics, 2011). The unemployment rate includes those who are currently looking for
jobs, those who want to work full time but could only find part time employment, and
those who would like a job but are too discouraged to look. Organizations are
increasingly more careful as to what kind of employees they lay off and who they hire.
In fact, companies are looking for already employed applicants to hire; employers seem
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to believe that working applicants are keeping their jobs because of their high
qualifications and productivity (Zappe, 2010).
Employees might not struggle with the acquisition of the knowledge process, but
they are more likely to face challenges –from different factors – when it comes to
transferring new knowledge to the work setting. Broad (1997) clarifies the difference
between acquisition and application by emphasizing the full rather than partial
application of the new skill and knowledge. Holton, Bates, and Ruona (2000) argue that
the imbalance between the amount of learning and its application is explicitly revealed in
the 1997 statistics, which show the large financial expenditure in the United States that is
designated for training and organizational development. Nevertheless, the return on
investment (ROI) is believed to be very small to the point where it creates frustration and
negative consequences for both employees and organizations (Holton et.al 2000).
According to Gresham (2010), only one-fourth of 704 human resources and learning
professionals reported to ASTD a return on investment from their training programs.
However, there are two levels at which to view ROI; one is the individual level
and the other is the organizational level. Training works best when benefits are derived
for both the individual and organizational levels. Additionally, training programs will not
provide the forecasted benefits unless the acquired knowledge, skills, and attitudes are
fully transferred to work setting. The results of employees’ performance that is less than
perfect can sometimes lead to disastrous results. Aguinis and Kraiger (2009) argue that
the organization’s reputation can be affected by its training practices; customers no
longer have faith in the organization that fails to train dedicated and extremely skilled
employees. Although organizations spend millions of dollars on training to avoid crises
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due to poor training, the employees are still not fully applying the new knowledge
(Baldwin & Ford, 1988; Brinkerhoff & Montesino, 1995; Chen, Holton, & Bates, 2006;
Taylor, Ayala, & Pinsent-Johnson, 2009).
Problem Statement
Organizations invest in the development of their workforce and wait for return on
their investment (ROI) in terms of improved productivity. However, only 10 percent of
the training actually results in transfer to the job (Holton et al., 2000). Although
organizations create different training programs and approaches to ensure learning
transfer, organizations should address other internal and external factors in order for the
transfer of new knowledge to occur. Researchers have attempted to examine the different
factors that influence the process of learning transfer (Baldwin & Ford, 1988; Brinkerhoff
& Montesino, 1995; Chen et al., 2006; Facteau, Dobbins, Russell, Ladd, & Kudisch,
1995; Holton, 1996; Holton et al., 2000; Holton & Baldwin, 2003; Hucznyski & Lewis,
1980; Kirkpatrick, 1998; Lim & Morris, 2006; Nikandrou et al., 2009; Park & Wentling,
2007; Rouiller & Goldstein, 1993; Taylor et al., 2009; Wexley & Baldwin, 1986).
Among these factors, trainee characteristics and organizational climate are of special
interest to this study. Both factors are closely related, which suggest a two way-positive
and negative- correlation and if addressed properly, should facilitate rather than hinder
learning transfer. The present study examines this relationship and provides analysis for
its influence on learning transfer.

5

Purpose
The purpose of this study is (1) to examine the effect that both trainee
characteristics and the organizational climate have on each other, and (2) to gain a greater
understanding of the influence of those variables on learning transfer.
Research Questions
This study investigates the influence of two factors: 1) trainees’ characteristics
and 2) the organizational climate in terms of facilitating or hindering new learning
transfer. Moreover, the study examines the relationship (if any) between the two factors
and their combined effect on learning transfer. More specifically, this study investigates
the following research questions:
R1: What influence do trainees’ characteristics and organizational climate have on
training transfer?
R2: Is there a relationship between trainees’ characteristics and organizational climate
in terms of training transfer?
R3: If there is a relationship, what is the combined effect of trainees’ characteristics
and organizational climate on training transfer?
Thesis Statement
Improving trainees’ characteristics and organizational climate will consequently
improve the level of reported training transfer.
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Hypotheses
Overall, the hypotheses for this research study are as follows:
H1: Trainees enter the training program with specific positive or negative perceptions
of training programs.
H2: Positive supervisory support increases the level of training transfer.
H3: Trainees’ characteristics and organizational climate are interrelated variables;
hence, improving the organizational climate should promote positive trainees’
characteristics, which in turn facilitate new knowledge transfer.
First, the researcher hypothesized that trainees hold certain perceptions of the
training program. Trainees either hold a positive and motivating perception of the value
and relevance of training, or a negative and de-motivating perception of an impractical
training program. This expectation may be based upon previous experiences by the
employee himself, or may come from coworkers who attended the training. Nikandurou
et al. (2009) found that trainees’ expectations and motivation to attend training
significantly impact learning and the training transfer process. The reason for attending
training varies between employees and within the organization. Employees may view
training programs as a means for career development and advancement; which motivates
them to attend training and transfer their learning. On the other hand, employees
attending mandatory training with no personal motivation report a negative inclination to
transfer the new learning (Facteau et al., 1995).
Second, the researcher theorized that positive supervisory support increases
training transfer. Lim and Morris (2006) identify two categories that play a significant
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role in learning transfer: factors related to the work system and people-related factors.
For example, work related factors may include but are not limited to the organizational
change culture, supervisory support for new learning, the communication protocol, the
work flow, and the opportunity to practice the new learning (Chen et al.,2006; Lim &
Morris, 2006; Smith-Jentsch, Salas, & Brannick, 2001). Employees performing under
positive or negative influence of these factors are more likely to be impacted by them.
Lastly, the researcher hypothesized that if a relationship between trainees’
characteristics and organizational climate was proven to exist; then, improving the
organizational climate should result in improvement in trainees’ characteristics. The
researcher developed this hypothesis because positive organizational climate, represented
by support for training transfer from supervisors, has a significant impact on post-training
behavior and the predisposition to transfer new learning (Bunch, 2007; Chen et al., 2006;
Cromwell & Kolb, 2004; Holton et al., 2000; McSherry & Taylor, 1994; Rouiller &
Goldstein, 1993; Seyler, Holton, Bates, Burnett, & Carvalho, 1998). In addition, results
from related studies have demonstrated this relationship between organizational climate
and trainees’ characteristics (Broad, 1997; Lim & Morris, 2006; Smith-Jentsch et al.,
2001).
Assumptions and Scope
Because of the exhaustive research conducted over the last 40 years, the
researcher assumes that trainees’ characteristics, training design, and organizational
climate are the most influencing variables in training transfer. The researcher concluded
from the review of literature and related studies that training transfer is influenced
primarily by these three variables; however, the training design is mainly influenced by
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the two variables: trainees’ characteristics and organizational climate. Therefore, the
researcher assumes that for the purpose of this study it is more beneficial to examine the
two variables, trainees’ characteristics and organizational climate, separately from the
training design.
Another assumption is that trainees gave their honest answers while answering the
survey questions regarding their organizational climate. However, trainees might not
always answer honestly because they fear the disclosure of this information to their
supervisors (Fraenkel & Wallen, 2009). Thus in the consent form, the researcher ensured
participants that she would maintain confidentiality and anonymity throughout the study.
The scope of this study is relatively small. The researcher examined 25 trainees
in a training center at one university. Because many universities have established
training centers for their employees (Dutkowsky, 2011), the findings of this study may
offer practical implications for other universities who employ training centers for their
employees.
Research Gap and Significance of Research
There is an extensive body of literature that addresses learning transfer and the
variables that influence this process. Most research has addressed the most influential
variables individually; training design, trainees’ characteristics, and organizational
climate. Little research has been done to investigate the interrelationship between these
variables. The present study aims to fill this research gap. This study examines the
relationship (if any) between trainees’ characteristics and organizational climate and
explores the usability of this correlation to improve learning transfer.
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The outcomes of the study should result in significant theoretical and practical
implications. From a theoretical point of view, the results may support the assumption
that there is a relationship between trainees’ characteristics and organizational climate. If
this is true, then, it is expected that changes or improvement in one variable should result
in the improvement of the other variable, hence, increasing the chances for positive
learning transfer. For practitioners, organizations might be able to deliver more effective
training after evaluating the variables that facilitate, prohibit, and hinder the effectiveness
of their training programs.
Definitions of Terms
The key terms found in the research questions and hypotheses are defined in
Table 1.1.

Table 1.1.
Definitions of Key Terms
Key Term

Definition

Citation(s)

Incentive to
Transfer

Expected intrinsic and extrinsic rewards that provide trainees with
motives to transfer learning to his/her work.

(Lawler & Suttle, 1973)

Learning

“An enduring change in behavior or in the capacity to behave in a
given fashion resulting from practice or other forms of experiences”

(Schunk, 2008, p. 522)

Perception of
Training

The expectation that employees have about the quality of the course
and its relatedness to job performance prior to attending the training
program.

(Facteau et al., 1995)

Supervisory
Support

“The extent to which an individual’s supervisors or managers
reinforce and support use of training on the job. The reinforcement
and support may include supervisor’s or manager’s accessibility,
addressing concerns on a regular basis, demonstration of interest
about work problems, facilitation of achievable goal setting for the
individual in relation to transfer issues”

(Chen et al., 2006, p.15)
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Key Term

Definition

Include both personality and on the job transfer variables. On the job
Trainees’
Characteristics transfer variables are employee perception of opportunities to apply
the new skill and his/her job satisfaction on training transfer, reward
system on transfer motivation, and organizational commitment. The
personality variables include the employee self-efficacy, interpersonal
relationships, self-esteem, motivation to learn and transfer learning,
and his/her personal career goal.

Training

“A planned learning experience designed to bring
about permanent change in an individual’s
knowledge, attitudes, or skills”

Training
Transfer

The generalization of learning, trained skills, and behaviors from the
training environment to the work environment, and the maintenance
of those trained skills and behaviors following a training program

Organizational “The work and environmental factors that inhibit, reduce, or promote
training transfer”
Climate

Citation(s)
(Facteau et al., 1995;
Lim & Morris, 2006)

(Noe, 1986, p. 736)

(Baldwin & Ford, 1988)

(Lim & Morris, 2006, p.90)
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Rationale and Overview
Past training programs have focused on the learning process alone, but today,
researchers are interested in more than just learning; they want to see the new knowledge,
skill, and attitude being transferred to the work setting. Transfer of training is defined as
“the effective and continuing application, by trainees to their jobs, of the knowledge and
skills gained in training” (Broad & Newstrom, 1992). Therefore, the ultimate goal is full
and improved performance. From the significant number of studies that investigated the
gap between new learning and its transfer, a number of barriers to transfer were
addressed and examined to eliminate their influence and, hence, improve the chances of
successful transfer (Chen et al., 2006; Facteau et al., 1995; Taylor et al., 2009).
In summary, the present study aims to determine the relationship between
trainees’ characteristics and the organizational climate, their effects on learning transfer
in general, and the implications for training transfer (after addressing the related issues)
uncovered by this study. There are many possible options when it comes to the
methodology, criteria, and scales this study can utilize in judging the influence of each
factor. In fact, interview and survey are the suitable methodologies for collecting data
regarding the criteria. Both perception of training and transfer incentives –in terms of
utility and needs- are the primary criteria for judging the influence of trainees’
characteristics. These criteria were chosen since most recent studies reported their
important role in both learning and learning transfer (Cheng & Ho, 2001; Facteau et al.,
1995; Holton, 1996; Lim & Morris, 2006; Nikandrou et al., 2009; Smith-Jentsch et al.,
2001). Moreover, although some research views the organizational climate as one single
unit to be measured (Lim & Morris, 2006), this study uses supervisors’ support and
involvement as the criteria to measure for the influence of organizational climate; the
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findings from other research are the reason for choosing those criteria (Broad, 1997;
Cheng & Ho, 2001; Facteau et al., 1995; Holton, 1996; Nikandrou et al., 2009; SmithJentsch et al., 2001). In addition, new scales were developed that measure whether
trainees’ characteristics and organizational climate influence one another. Specifically,
these scales should allow for an examination of the hypothesized correlation between the
two variables.
Organization of Remaining Chapters
In this chapter, the researcher introduced the variables of trainee’s characteristics,
organizational climate, and the relationship between the two and how they impact
training transfer. Overall, this study will fill several gaps in the current body of
knowledge, and offer implications for organizations to improve training transfer among
their employees. In the next chapter, the researcher will provide an extensive literature
review that will explicate the variables and theories that guided the nature of the study.
Theories and frameworks that will be discussed include adult learning theory (Knowles,
1970, 1984), social learning theory (Bandura, 1977, 1978, 1981, 2001), training transfer
theories (Baldwin & Ford, 1988; Facteau et al., 1995; Holton et al., 2000; Noe, 1986;
Rouiller & Goldstein, 1993; Wexley & Baldwin, 1986), equity theory (Adams, 1963),
expectancy theory (Vroom, 1995), and goal- setting theory (Locke & Latham, 2006;
Wexley & Baldwin, 1986). In Chapter 3, the researcher will discuss the methodology
behind the study and describe the data collection process. In Chapter 4, the researcher
will analyze the data collected; and in Chapter 5, the researcher will discuss the
limitations, findings, and implications associated with the study.
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Chapter Two
Literature Review
In order to better understand the learning process itself and the process of
transferring new knowledge to the work setting, certain psychological principles
influencing both learning and transfer processes are examined. Learning and transfer
theories offer principles that assist in understanding the influential variables in a given
training program. The following section provides a brief discussion of the definition of
learning, two learning theories as they relate to training transfer, transfer theories, and the
rationale for utilizing these theories in understanding the process of training transfer.
Learning Definition
Unlike early literature that addressed learning from the view of knowledge
acquisition only, more recent literature consider performance as part of the learning
process rather than an evidence of its occurrence. For example, Schunk (2008) defines
learning as “an enduring change in behavior or in the capacity to behave in a given
fashion resulting from practice or other forms of experiences” (p. 522). This definition
highlights the challenge of measuring learning through its outcomes; although the learner
may recite some newly acquired factual knowledge, other types of skills and attitude
learning may not easily lend themselves to application. Students acquire declarative
knowledge (i.e. facts), procedural knowledge (i.e. concepts and rules), and conditional
knowledge (i.e. knowing what to do in an emergency) but they do not demonstrate the
new learning until they are in a situation where they need to (Schunk, 2008). Simply put,
learning is not the simple acquisition of knowledge, but rather the correct application of
that knowledge when needed.
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Theoretical Framework
This study uses Knowles’ adult learning theory (1970) and Bandura’s social
cognitive theory (1977) as its theoretical framework in order to understand how human
beings in general and adults in particular acquire new knowledge and practice recently
learned skills, knowledge, and behaviors. These two theories were chosen because they
appropriately explain the environmental and personal attributes of learners, especially
adults, and the mechanism by which these attributes help learners acquire and transfer the
new knowledge. Precisely, Knowles’ adult learning theory provides significant learning
principles about perception and motivation on learning transfer, while Bandura’s social
cognitive theory explains the supervisory influence in the organizational climate. Figure
2.1 depicts the attributes, shared by Knowles’ and Bandura’s theories, a person needs in
order to successfully acquire and transfer the new knowledge to novel settings.

Adult
Learning
Theory

Interest
Experience
Self-direction

Social
Cognitive
Theory

Figure 2.1. Knowles’ Adult Learning Theory and Bandura’s Social Cognitive Theory.
This figure illustrates the elements shared by both theories.
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Adult Learning
Knowles (1970) proposed his theory of adult learning and developed the widely
used term ‘andragogy’ as the antithesis of pedagogy. According to Knowles (1970),
andragogy is “the art and science of helping adults learn” (p. 38). The psychological
principles that generated andragogy are: 1) adults learn in different ways than children, 2)
the adult learner and the adult education are different than other educational practices,
and 3) adults demonstrate specific characteristics that when utilized correctly, help them
learn (Knowles, 1970). Knowles (1970) claims that most practices in the adult education
were derived from studies and theories of learning in children. Those studies and
theories led to the emergence of the technology of pedagogy which he defines as “the art
and science of teaching children” (Knowles, 1970, p. 37). This pedagogical technology
is merely concerned with the process of transmitting the culture; it assigns to teachers full
responsibility for making all the decisions related to teaching and learning strategies
(Knowles, 1970, 1984). However -Knowles argues- over the years, teachers used the
same methodology and practices used to teach children in teaching adults, which resulted
in a growing gap between the adults’ learning needs and the ability to fulfill these needs.
This growing gap causes tension and resistance to new learning for adults.
Traditionally, pedagogy and andragogy share two assumptions about learners
(Knowles, 1970, p. 53). The assumptions are:
1- The need to know; adults need to know why they need to learn something.
Knowles (1970) contends that research report that adults invest a considerable
amount of time and energy when they embark on learning something on their
own. Therefore, the first task for the adult educator is to help him/her
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understand the logic and need for the new learning. By offering learning
objectives to adult learners, they are predisposed to gain the benefits of
learning instead of suffering from the negative consequences of not learning
(Knowles, 1970, p. 55-56).
2- The learner’s self-concept. As adults, trainees need to be viewed as selfdirected individuals who are capable of being responsible for their own
learning and decision making. They hate situations where others impose their
ideas and preferences on them. However, the situation changes once the adult
learners enter a classroom where they tend to “put on their dunce hat of
dependency” (Knowles, 1970, P: 56). Thus, adult educators are urged to
create a learning experience that helps the adult learner make the transition
from the dependent to the self-directed learner (Knowles, 1970, P: 56-57).
Further, Knowles speculated about what the adult learner needs and developed a
set of assumptions to fulfill those needs. Knowles (1970) discusses his assumptions in
the following manner. As individuals mature, they need to (a) be more self-directed, (b)
employ their experiences to learn, (c) identify their readiness to learn, and (d) search for
learning experiences that solve their life problems. In order to fulfill these needs,
andragogy proposes four crucial assumptions about the characteristics of the adult
learner. These assumptions are 1) the role of learner’s prior experience, 2) the role of
learner’s readiness to learn, 3) the role of learner’s orientation, and 4) the role of learner’s
motivation (Knowles, 1970, 1984).
Experience. Adults enjoy a bigger pool of experience from that of youths simply
because they have lived longer and have encountered more experiences. Yet, these
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experiences are different from those of youths. In other words, there is a difference in
quantity and quality of experiences when comparing adults and youths (Knowles, 1970,
1984).
According to Knowles (1970) in any adult learning situation, there will be vast
individual differences between learners; yet, they all identify themselves by their
experiences. Knowles (1984) contends that children identify themselves by external
factors such as their parents, where they live, or what school they go to. On the other
hand, adults’ history of experience determines who they are; they identify themselves in
terms of the accumulation of a unique set of experiences. Therefore, teaching
methodologies should use techniques that utilize the adult learner’s experiences.
Additionally, andragogical practices should emphasize the practical application of one’s
own experiences. The new concepts need to be illustrated by the learners’ life
experiences, which promote positive learning transfer (Knowles, 1984, P. 45). This part
of Knowles theory relates to trainees’ experiences regarding previous training programs
and how they influence trainees’ perception of new training programs. For example,
trainees who experienced boring and impractical training programs might hold a negative
perception of all other training programs; hence, influencing the learning process and
consequently the training transfer (Facteau et al., 1995).
Readiness to learn. Knowles (1970) explains “adults become ready to learn
those things they need to know and be able to do in order to cope effectively with their
real-life” (P. 58). Adults have phases of growth that result in moments when they are
ready to learn. Those developmental phases are the product of the growth of social roles.
Knowles (1984) offers two andragogical implications for adult educators based on this
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assumption; 1) the timing for learning and 2) the grouping of learners. The timing for
learning refers to the need to sequence the curriculum into steps that correspond with the
adult learner developmental tasks. For example, the orientation program for new hires
would present issues related to the real-life concerns of new workers. Consequently, the
developmental task concepts provide basis involving the grouping of learners. For some
instructional settings, homogenous groups are more effective. For example, the
beginning cooks will have different set of interest than those of professional ones. For
other instructional settings, heterogeneous groups are more effective. For example, in
intra-skill development program, it might be more helpful to have adult students practice
personal skills with people of different educational, occupational, age, race, and gender
characteristics (Knowles, 1984, p. 47-48).
Orientation to learning. Unlike children, adults are problem-centered in their
orientation to learning; they “enter into education with a different time perspective from
children which in turn produces a difference in the way they view learning” (Knowles,
1984, p. 48). Adults have “a perspective of immediacy” (Knowles, 1984, p. 48); where
they feel motivated to invest energy in learning that would improve their ability to
perform their tasks and overcome real-life problems. This need to relate to real-life
problems implies that problem-centered learning would be more effective with adult
learners. They learn new knowledge, skills, attitude, and values by attending to the
problems and concerns they have on their mind as they enter the instructional setting.
This part of Knowles theory relates to trainees’ perceptions of the utility and relevance of
training programs. Trainees need to see: 1) the immediate application of new knowledge,
2) how can this training improve their work, and 3) what problem this training solves
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(Broad, 1997; Cheng & Ho, 2001; Velada & Caetano, 2007). For example, Switzer,
Nagy & Mullins (2005) examined the influence of training reputation-in terms of its
utility- on perceived training transfer. The study had a sample size of 93 trainees.
Switzer et al. (2005) found a correlation of .46 between training reputation and perceived
training transfer. Overall, adult learners’ predispositions to the utility of training
influence the level of learning and training transfer.
Learner’s motivation. For adult learners, motivation comes from within. They
might be responsive to some external motivators (i.e. better jobs and promotions); yet,
their most powerful motivators come from internal pressure such as self-esteem
(Knowles, 1970, p. 61). In fact, Knowles (1984) argues that learning is an internal
process controlled by the learner’s “intellectual, emotional, and physiological functions”
(p. 50). In other words, the adult learner invests in his learning because he needs to learn
and perceives a personal goal. Likewise, literature in training transfer emphasizes the
role trainees’ motivation -both intrinsic and extrinsic- plays in training transfer (Baldwin
& Ford, 1988; Burke & Hutchins, 2007; Lim & Morris, 2006). Literature provides three
major theories to account for trainees’ motivation: equity theory (Adams, 1963;
Huseman, Hatfield, & Miles, 1987), expectancy theory (Vroom, 1995; Heneman &
Schwab, 1972; Behling & Starke, 1973), and goal-setting theory (Locke & Latham, 2006;
Russ-Eft, 2002; Wexley & Baldwin, 1986). Those theories and their application to
training transfer will be discussed in depth later in this chapter.
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Shortcomings of the Adult Learning Theory
Andragogy was immediately accepted into the adult education industry (Hartree,
1984; Merriam, Caffarella, & Baumgartner, 2007; Pratt, 1988, 1993). In fact, the concept
of andragogy has had a far-reaching impact in the field of adult education in North
America (Hartree, 1984). Knowles’ theory has established a foundation for
distinguishing the field of adult education from other areas of education such as
children’s education. Furthermore, adult learning theory created a portrait of the adult
learner, his characteristics, and attributes in the learning experience, which became a
dominant topic in the field of adult education. However, it also created a pool of
discussions and controversy among researchers and educators (Brookfield, 1988; Hartree,
1984; Merriam et al., 2007; Pratt, 1988, 1993; Sandlin, 2005).
The first point of controversy was whether to consider andragogy as a theory or
just a set of assumptions. Brookfield (1988) and Hartree (1984) argue that it is
considerably difficult to attempt to understand the status of the theory itself. Hartree
(1984) continuously points out the inconsistency in Knowles’ terminology while referring
to andragogy; for often Knowles presents it as a theory of learning. On the other hand,
Knowles (1970) holds andragogy in opposition to pedagogy which he defines as “the art
and science of teaching children” (p. 37). Therefore, Hartree (1984) asks “are we to
define andragogy as a theory of learning or a theory of teaching?” (P. 204). Knowles
(1984) answers this question by explaining andragogy as: 1) a set of assumptions about
adult learners, and 2) a set of recommendations for the planning, designing, developing
and evaluating the learning of adults.
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Another concern raised by Hartree (1984) and Pratt (1988) questions the existence
of a total difference between adult learning and children learning as Knowles claims.
Hartree (1984) contends that the real distinction is not between adults and children
learning but rather the andragogical and pedagogical assumptions underlying the teaching
practices for adults and children. Furthermore, he suggests a developmental learning
where children progress into adults requiring adult teaching practices rather than a
dichotomy. In other words, the child-adult difference is one of degree rather than kind.
In support of Hartree’s viewpoint, Pratt (1988) presents a discussion on the degree and
variation among adult learners in terms of self-directness, competence, and levels of
dependency on teachers’ support. Put differently, “it is obvious that self-directing and
autonomous learners do not always make choices that place them in control of any or all
instructional functions” (p. 170). The previous statement places adult learners in a
similar position to that of children in terms of their need for support and guidance from
teachers depending on their level of tendency for self-directness and competence
regarding the instructional subject.
Brookfield (1988) discusses a third concern for the soundness of Knowles’
assumptions underlying andragogy. For the self-directness assumption, Brookfield
perceives it more of a desired outcome than a given condition. Knowles presents adult
learners as being in full control of their goals and interests; he (Knowles) assumes
voluntary participation from all learners. Nevertheless, there are a number of
governmentally or socially mandated learning situations where the adult is expected to
attend instructional settings (external motivation), but it is the learner’s decision to
participate (Brookfield, 1988, p. 100).

23

Brookfield (1988) views the experience assumption as somewhat accurate
because of the fact that adults have lived longer and have undertaken more social roles
that provide them with a good reservoir of experience. However, not all experiences
facilitate learning as some might function as a barrier to learning (Merriam et al., 2007).
Brookfield (1988) concludes that the two assumptions related to adults readiness to learn
and the need for immediate application is misleading because adults need to learn in a
collaborative settings where they constantly perform critical reflection of one’s needs and
purposes for learning. As for the assumption related to motivation, Brookfield (1988)
discusses the difference between intrinsic and extrinsic motivation. He postulates that for
some mandated learning programs (i.e. driving classes), adults have intrinsic motivation
(i.e. the need to drive) to attend the programs.
Pratt (1993) and Sandlin (2005) pointed out that andragogy is focused merely on
the individual learner and ignores the sociological context in which learning takes place.
Pratt (1993) argues that the andragogical assumptions consider the adult learner
separately from the culture and historical context with a complete capability to control
and direct his/her learning. Pratt (1993) goes even further to claim that the andragogy
view of the adult learner places him above social structures and overlooks the reciprocal
relationship between the individual and social structures.
Sandlin (2005) identified five issues with andragogy from three perspectives:
critical, feminist, and Africentric. He conducted qualitative content analysis of the
critically focused journal articles that critique andragogy from different perspectives.
Sandlin (2005) claims that the five issues are interrelated and cut across most critical
paradigms:
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1. Andragogy assumes wrongly that education is value neutral and
apolitical.
2. Andragogy promotes a generic adult learner as universal with
white middle-class values.
3. Andragogy ignores other ways of knowing and silences other
voices.
4. Andragogy ignores the relationship between self and society.
5. Andragogy is reproductive of inequalities; it supports the status
quo.
(p. 27)
Despite the theoretical ambiguity and the lack of empirical research to support its
claims, andragogy has influenced the field of adult education (Pratt, 1988). It brought
attention to the differences between adults and children and provided instructional
applications to account for those differences (Hartree, 1984). Therefore, this study will
utilize andragogy as part of its theoretical framework. However because andragogy lacks
the necessary social aspect of learning, this study will further utilize Bandura’s social
cognitive theory (1977).
Social Cognitive Theory
Bandura (1977) stresses the idea that most human learning takes place in a social
environment. Social cognitive theory started as a movement against the conditioned
behavioral approach to learning. Different proponents advocated for the social learning
movement in the forties and fifties of last century. However, Bandura was the first to
establish foundations that support social cognitive learning (1977).
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Overview of Bandura’s social cognitive theory. Bandura (1977) provides a
theoretical framework for analyzing human cognitive processes and consequent
behaviors. He provides new assumptions on how human behavior is acquired and
regulated. Unlike the traditional assumption that learning occurs only through trial and
error, Bandura contends that some behaviors can be learned only through behavior
modeling and observation of subsequent consequences. Bandura postulates that learning
can take place without a change in behavior. He argues that because people learn through
observation alone, the new learning may not show in their behavior. In other words,
learning may or may not result in a change in behavior.
Bandura (1977, 1978, 1981, 2001) claims that cognition plays a significant role in
learning. Awareness of modeled behavior and expectations of future reinforcement or
punishment influence the behaviors people carry out. Often, people are reinforced either
by observing consequences for others’ behaviors (vicarious learning) or by experiencing
results of modeling the behavior of others. An example of vicarious learning is seen
when people learn that certain behavior is not acceptable if they see someone get
punished for undertaking that behavior. In contrast, people learn that certain behavior is
encouraged if they see someone get reinforced for undertaking that behavior. An example
of people modeling reinforcement that applies to training transfer is noted when trainees
are either reinforced or punished by their environment for modeling others’ behaviors;
either from the model himself, the supervisors, or the consequences resulted from the
modeled behavior. Overall, both reinforcement and punishment from the environment in
general and supervisors in particular affect the extent to which the trainee will exhibit the
learned behavior; it helps him/her exercise self-regulation.
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Bandura (1977) believes that people are capable of exercising some control over
their behavior. In fact, Bandura (1978) places self-regulation as part of a self-system that
comprises cognitive structures and sub-functions for perceiving, evaluating and
regulating behaviors. People are capable of practicing self-regulation by measuring and
observing the environmental incentive, receiving external support, and evaluating
consequences for their actions. In other words, self- regulation requires learners’
judgment of what behavior is appropriate and what is not. This evaluation process takes
place under the influence of behavioral and environmental factors.
“People are producers as well as products of social systems” (Bandura, 2001, p.
1). Bandura (1978, 2001) discusses the behavioral, cognitive, and environmental
determinants causing human behavior; behavior is analyzed in terms of reciprocal
determinism. According to Bandura (1978), “the term determinism is used here to
signify the production of effects by events” (p. 345). People are not simply reactors to
external stimulation, but rather they interact with their environment. People impose their
intermediary cognitive processes on the external influences in forms of intentionality,
forethought, self-reactiveness, and self-reflectiveness; which will be discussed in more
depth later in this chapter. While people could observe and learn the new behavior, it is
this process of reciprocal determinism that causes people to either act upon or discard
modeling the new behavior.
“People can be aware of events without acting on that knowledge” (Bandura.
1977, p. 69). By stating that, Bandura is distinguishing between learning and
performance. Bandura (1977, 1978, 2001) argues that although much learning occurs by
doing, people also learn by observing. Whether they act on what they have learned
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depends on different factors such as interest, perceived need, observed consequences,
incentives to perform, and physical and social factors. For the purpose of this study,
three concepts from social learning theory: a) reciprocal determinism, b) vicarious
learning, and c) self-regulation will be addressed in more depth.
Reciprocal determinism. Social cognitive theory contends that social learning
takes place anytime and anywhere as long as there is a triadic interaction between
behavior, cognition, and environment. Bandura (1977, 1978) explains how the three
determinants interact and influence each other and provide a role for each one. He begins
by identifying the role cognition plays in observing the external event. In part, cognitive
factors determine which external event to attend to, how it will be perceived, whether it
will have a lasting effect, and how the conveyed information will be stored for later use.
Bandura (2001) argues that these cognitive processes enable people to engage in
reflective thinking, which determines the likelihood of performing certain behaviors.
These behaviors, then, include intentionality, forethought, self-reactiveness, and selfreflectiveness.
Intentionality. Human behavior involves environmental incentives, but they do
not operate as conclusive factors. Individuals can choose to behave in a certain way
through practicing the self-regulation process. Individuals’ intention might lead them to
construct a plan of actions that will take place in the future. Intentions help visualize
future plans that are not fully developed and might be adjusted or revised as new
information is discovered while implementing the intention.
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Forethought. People establish goals for themselves, anticipate the consequences
for acting upon these goals, and choose a series of action that is more likely to produce
positive outcomes. “Through the exercise of forethought, people motivate themselves
and guide their actions in anticipation of future events” (Bandura, 2001, p. 7). People
create an expectation of outcomes by observing the reciprocal relationship between
environmental events and the outcomes of performed actions.
Self-reactiveness. After assuming an intention and developing a futuristic plan,
people need to shape their actions and motivate and regulate their implementation
(Bandura, 2001). Self- referent functions are activated to monitor one’s progress,
motivation, and execution of actions through self- monitoring against self-guidance and
corrective learning. The progress toward the goal is contrasted with a number of
standards such as self-set standards, social comparison, personal comparison, and
standard norms.
Self-reflectiveness. Reflecting on one’s action is a distinctive feature of human
beings (Bandura, 2001). People evaluate their motivation, actions, values and goals of
their lives through conscious self-reflectiveness. People reflect on their actions and their
subsequent consequences; thus, they choose to act out certain actions while disregarding
others. People consider that being able to measure, evaluate, and control one’s action is
fundamental to their existence. For example, efficacy beliefs are essential for performing
actions; unless people believe their effort can yield desired outcomes, they will
demonstrate little incentive to act or to persist, when faced with difficulties. Self-efficacy
is focal to social cognitive theory because efficacy beliefs either promote or hinder
adaptation of new learning or change that also impacts the cognitive and environmental
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determinants. Such beliefs play a key role in shaping people’s life courses by influencing
the nature of activities and environments within which people choose to involve
themselves.
Bandura (1977) identifies the role behavior plays in learning and performing
certain actions. He argues that experiential and physiological influences interact to
determine behavior; both learned and innate. However, Bandura concludes that it is more
efficient to analyze the determinants of behavioral processes than classifying behaviors
into learned and innate. Bandura postulates that through response consequences people
determine their behaviors. They perform actions in their everyday lives that result in
positive or negative effects; some of their actions lead to successful outcomes, while
others lead to punishment or not so desired outcomes.
Response consequences. This process of different reinforcement automatically
and unconsciously shapes responses by their consequences. There are three functions for
“response consequences: 1) they impart information, 2) they serve as motivators, and 3)
their capacity to automatically strengthen responses” (Bandura, 1977, p. 17).
Informative function. People usually learn through performing actions and
observing their consequences (Bandura, 1977). Through observation, people learn what
responses are most appropriate for which settings. Therefore, cognitions are selectively
reinforced or discouraged by the different consequences. As a result, this information
constitutes basics for future actions and performance.
Motivational function. People receive motivation from prospective
consequences (Bandura, 1977). By utilizing the informative function of response
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consequences, people create expectations that certain actions will yield positive results,
others will have less appreciated or not welcomed results, and others will prevent future
difficulties. This motivational function is related to the cognitive process
“forethoughtfulness”; which refers to people’s capacity to stimulate their action and
sustain them for a period of time by anticipating future consequences.
Reinforcing function. Bandura (1977) discusses whether reinforcements
automatically increase behaviors without conscious contribution, or whether it is essential
to be aware of what is being enforced in order for learning to happen. After reviewing a
number of studies, Bandura concludes that reinforcement is an effective way to regulate
behaviors that have already been learned, but it constitutes an inefficient way to learn
them in the first place. Bandura contends that it is a blessing that consequences do not
automatically enhance every action they follow; otherwise, people would be overloaded
with many competing “response tendencies” to the point where they become restrained
(p. 22).
In the social cognitive theory (Bandura, 1978), interaction occurs because
behavior, internal personal, and environmental factors all function as “interlocking”
determinants of each other (p. 346). As shown in Figure 2.2, the process involves a
triadic reciprocal interaction between behavior (B), environmental conditions (E), and
personal factors (P). Behavior and environmental conditions are interacting
determinants. Personal factors and behaviors operate as reciprocal determinants.
Additionally, personal factors and environmental conditions operate as reciprocal
determinants too. Bandura (1978) gives an example where this triadic relationship is
identified. He postulates that people trigger certain reactions from the environment either
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by their behaviors, their physical characteristics (i.e. size, race, and sex), or their social
attributes and roles. This socially differential treatment then influences their self-image
which causes them to either maintain or alter their actions to modify the environmental
biases. Put differently, peoples’ behaviors are influenced by their self- efficacy, outcome
expectations, and the environmental effects created by their physical characteristics and
actions.

P

B

E

Figure2.2. Bandura’s Triadic Reciprocal Relationship Between Personal Factors,
Behavior, and Environmental Conditions (Bandura, 1978, p. 345).

Vicarious learning. Social cognitive theory contends that much human behavior
is directed and sustained by observing models and acting on the learned behavior in light
of internal and external incentives (Bandura, 1977). Common sources of vicarious
learning are observing live models, symbolic or nonhuman (i.e. cartoon characters),
electronic (i.e. television), or in print (i.e. books). From observing others, the individual
learns some components of a complex skill and forms an idea to what is needed to
perform; thus, this piece of information serves as a guide for future application. Through
observation, people learn to avoid needless errors when performing the learned action in
the future. Table 2.1 shows the four component processes that govern observational

32

learning: 1) attentional processes, 2) retention processes, 3) motor reproduction
processes, and 4) motivational processes (Bandura 1977).
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Table 2.1.
The Four Components Processes of Observational Learning (Bandura, 1977).
Process

Activities

Attention

Determine what is selectively observed in the profusion of modeling
influences to which one is exposed, and what is extracted from such
exposure (p. 24).

Retention

In order for observers to profit from the behavior of models when
there are no longer present to provide direction, the response matter
must be represented in memory in symbolic form (p. 25).

Production

Behavioral reproduction is achieved by organizing one’s responses
spatially and temporally in accordance with the modeled patterns (p.
27).

Motivation

People are more likely to adopt modeled behavior if it results in
outcomes they value than if it has unrewarding or punishing effects
(p. 28).

34

Attentional processes. People need to attend to and perceive the significant
components of the modeled behavior in order to learn by observation (Bandura 1977).
There are a number of factors that influence the amount of attention given to the modeled
behavior; some are related to the observer characteristics, others are related to the
features of the modeled behavior, and others are related to the nature of human
interactions-associational patterns- (P. 24).
Retention processes. Retention of activities that were modeled at one time or
another is essential to observational learning (Bandura, 1977). People need to remember
the observed modeled behavior in symbolic form in order to profit from it. Observational
learning relies mainly on “imaginal” and verbal representational systems (p. 25). After
repeated observation of the modeled behavior, people transform its activities into images
and verbal symbols encoded in the memory and called upon when needed. In other
words, through the medium of representational systems, modeling experiences can be
sustained in the long-term memory and recalled for when reproducing the behavior.
Motor reproduction processes. The reproduction activity involves converting
symbolic representations into actions. “Enacting behaviors requires cognitive
organization of responses, their initiation, monitoring, and refinement based on
informative feedback” (Bandura, 1977, p. 27). During the first phase, individuals need to
organize the selected responses at the cognitive level. However, the amount of the
enacted behavior depends partially on the existing of component skills; otherwise,
practice is needed to acquire the sub-skills for complex performance. Additionally,
observation is not enough to immediately transform symbolic representations into correct
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actions. Through trial and error along with corrective feedback, individuals can
transform the observed behavior into correct action.
Motivation processes. According to social cognitive theory, people do not enact
everything they learned; therefore, there is a difference between acquisition and
performance (Bandura, 1977). The observed consequences influence the observer’s
interest and motivation to enact the modeled behavior. The behaviors that resulted in
positive consequences, when it was acted by the model, will be favored over those that
resulted in no or less positive consequences.
Summary of Social Cognitive Theory
Overall, social cognitive theory (Bandura, 1977) explains the acquisition of
knowledge through reciprocal interaction between cognition, behavior, and environment.
Both awareness and interest condition the learner’s cognition of the event taking place.
Cognition imposes reflective thinking that determines the likelihood of performing
certain behaviors. These behaviors, then, include intentionality, forethought, selfreactiveness, and self-reflectiveness.
Much human behavior is directed and sustained by observing models (Bandura,
1977, 1978) and acting on the learned behavior in light of internal and external incentives
(vicarious learning). Observed behaviors serve three functions; informative,
motivational, and reinforcing. Through observation, people learn what is needed to
perform in a certain situation; they learn to avoid needless errors when performing
behaviors in the future. Observational learning is governed by four processes; attention,
retention, production, and motivation.
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Both reinforcement and results govern the environmental influence on new
knowledge acquisition. People self-regulate their behaviors by evaluating the outcomes
(results) of such behaviors in their environments. Environments reinforce these
behaviors either by reward or punishment. Figure 2.3 depicts the social cognitive view of
the reciprocal relationship between cognition, behavior, and environment as perceived by
the researcher.

Social Cognitive Theory
Cognition

Awareness
+
Interest

Behavior

Informative
Motivational
Reinforcing
Modeling/Observation

Reciprocal Determinism
1.
2.
3.
4.

Intentionality
Forethought
Self-Reactiveness
Self-Reflectiveness

1.
2.
3.
4.

Attention
Retention
Production
Motivation

Environment

Reinforcement
+
Results
Outcomes
1.
2.
3.
4.

Self-regulation
Evaluation
Punishment
Rewards

Figure 2.3. Social Cognitive Theory (adapted from Bandura, 1977, 1978).
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Implications for Training Transfer
Social cognitive theory (Bandura, 1977) provides theoretical principles that
govern the variables under investigation in this study: 1) trainees’ characteristics
represented by trainees’ perceptions of training and incentives to transfer, 2)
organizational climate represented by the supervisory support for training transfer, and 3)
the relationship between trainees’ characteristics and organizational climate. Social
cognitive theory contributes to the understanding of this study; it explains that:
1. Trainees’ characteristics in terms of ability, personality, and experience influence
their perceptions of training and their intention to construct certain actions
(transfer) while discarding others (Facteau et al., 1995).
2. Trainees’ perceptions and intention offers incentives to transfer; which then help
visualize future goals and their consequences. As a result, trainees choose to act
out (transfer) the behaviors that are more likely to produce positive outcomes
(Heneman & Schwab, 1972). For example, the trainee is more likely to transfer
the new knowledge if he/she has a certain goal and believes that transferring the
new knowledge to the workplace will result in goal accomplishment.
3. Direct (to the trainee himself) and indirect (to observed others) support for
training transfer serves as an incentive for current and future transfer (Cromwell
& Kolb, 2004; McSherry & Taylor, 1994).
4. Trainees learn by observing others. Quickly in the organizational life, trainees
learn about their training programs and develop a perception about their utility by
observing how other trainees, supervisors, and peers react to training programs
(Switzer et al., 2005). For example, trainees learn that training matters and
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transfer is desired when they hear their supervisors use the language from training
programs.
5. There is a reciprocal relationship between trainees’ characteristics, their behaviors
and consequences, and their organizational climate represented by the supervisory
support (Clark, Dobbins, & Ladd, 1993; Seyler et al., 1998). For example, a
trainee who has a high incentive to transfer but observes low supervisory support
for transfer or even punishment, is less inclined to transfer the new knowledge or
skill.
Synthesis of Learning Theories
Knowles’ (1970) and Bandura’s theories (1977, 1978) reinforce the importance of
interest, experience, and self-directness on the part of the adult learner. When learning a
new skill, knowledge or attitude, it is critical that the adult learner perceives its
importance in his life/work in order to attend to it and show persistence when faced with
difficulties. Similar to Knowles’ (1970) assumption about experiences, one could think
of observational learning as a cluster of inevitable social experiences that helps the adult
learn new behavior and improve on his daily actions. Additionally, self-directedness is a
characteristic that helps the adult learner regulate, evaluate, and revise his learning
process and its transformation into actions. Therefore, educators of adult learners need to
evaluate the personal, environmental, and instructional factors that promote learning and
facilitate its transfer.
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Conceptual Models for Training Transfer
In the first half of the twentieth century, many theories were developed to account
for the learning process in both children and adults. This movement continued in the
second half of the twentieth century, but with a growing interest in research exploring the
factors and processes that facilitate the transfer of new knowledge gained from training.
As a result, positive learning transfer became a dominant topic, not only in educational
discussions but also in the field of human resource development (Baldwin & Ford, 1988;
Brinkerhoff & Montesino, 1995; Chen et al., 2006; Facteau et al., 1995; Holton, 1996;
Holton et al., 2000; Holton & Baldwin, 2003; Hucznyski & Lewis, 1980; Kirkpatrick,
1998; Lim & Morris, 2006; Nikandrou et al., 2009; Park & Wentling, 2007; Rouiller &
Goldstein, 1993; Taylor et al., 2009; Wexley & Baldwin, 1986).
Baldwin and Ford (1988) define transfer of training as the process of generalizing
effectively one’s new learned knowledge, skills, and attitudes to the job context and
maintaining it over a period of time. In this paper, the terms “learning transfer” and
“training transfer” are used interchangeably. The literature on transfer of learning has
concentrated on two areas; 1) the training transfer process and the variables influencing it
and 2) the measurement and evaluation of learning transfer. For the purpose of this
study, only the process of training transfer and the influencing variables will be examined
in more depth.
The Training Transfer Process
The first part of the training transfer process includes the studies investigating the
nature of learning transfer and the factors influencing it (Baldwin & Ford, 1988; Holton
et al., 2000; Noe, 1986; Rouiller & Goldstein, 1993; Wexley & Baldwin, 1986).
Researchers have always viewed training transfer as being affected by a number of
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factors. Figure 2.4 depicts the relationship between these factors. Generally, three sets of
factors constituting training input are addressed in literature: 1) trainees’ characteristics;
involving personality, ability, and motivation to transfer, 2) training design; involving
transfer design and content, and 3) organizational climate; involving opportunity to
transfer and support. The input factors are believed to impact the training output
(learning and retention) and the conditions of transfer (generalization and maintenance)
(Baldwin & Ford, 1988).

Trainees’ Characteristics




Ability
Personality
Motivation

Perceptions of Training
Incentives to Transfer

Training Outputs

Training Design




Principles of learning
Sequencing
Training content

Training Transfer





Generalization
Maintenance
Evaluation

Organizational Climate



Support
Opportunity to use

Supervisory Support

Figure 2.4. Model of the Transfer Process as Depicted in Literature Modified from Baldwin & Ford (1988).
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Conceptual Framework

Trainees’ Characteristics

Perceptions of Training
Incentives to Transfer

Training Transfer

Organizational Climate

Supervisory Support

Figure 2.5. Conceptual Framework for the Variables Influencing Training Transfer
Investigated in this Study.
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The conceptual framework illustrates the hypothesized influence of trainees’
personal characteristics, the training design, and the organizational climate on learning
transfer. Trainees’ characteristics, ability and personality, are viewed as moderators of
trainees’ perceptions of training programs and incentives to transfer the new learning
(Cheng & Ho, 2001; Facteau et al., 1995; Lim & Johnson, 2002; Nikandrou et al., 2009;
Switzer et al., 2005; Velada & Caetano, 2007). Both trainees’ perceptions of training and
incentives to transfer will be addressed in more depth as representatives of trainees’
characteristics. Three motivational constructs are identified in literature: pre-training
motivation, motivation to learn, and motivation to transfer (Burke & Hutchins, 2007).
Additionally, research identifies three types of support from the organizational
climate; organizational support, supervisory support, and peer support (Baldwin & Ford,
1988; Cheng & Ho, 2001; Chen et al., 2006; Cromwell & Kolb, 2004; Facteau et al.,
1995; Holton et al., 2000; Rouiller & Goldstein, 1993). For the purpose of this study,
only supervisory support is examined in more depth. The second factor in the
organizational climate, opportunity to use, will be addressed lightly since the researcher
intends to concentrate on the supervisory support only.
Both trainees’ characteristics and organizational climate are the independent
variables of the study. The exclusion of the training design is due to the fact that it is a
broad concept in itself and, also, it has received a significant amount of attention in the
fields of business, education, and psychology. More concisely, this study investigates the
variables of (a) trainees’ characteristics, their perception of training and incentives to
transfer, (b) organizational climate in terms of the supervisory support, and (c) the level
of training transfer.
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Trainees’ Characteristics
Trainees bring with them to the training sessions and the transfer situations their
unique personal characteristics such as cognitive ability, motivation, perception of self,
training situation, and transfer climate (Baldwin & Ford, 1988; Burke & Hutchins, 2007;
Facteau et al., 1995; Lim & Morris, 2006). These characteristics create a distinctive
system that either promotes or hinders the application of learned skills, knowledge, and
attitudes from training to the job (Chen et al., 2006). Trainees’ characteristics play a role
during the learning process; however, they play even a greater role in the transfer process
due to the usual ambiguity of the transfer situation. This state of ambiguity allows for the
individual trainees’ characteristics to color the transfer process (Smith-Jentsch et al.,
2001).
Research on trainees’ characteristics has examined a number of individual
characteristics; such as perception of training (Facteau et al., 1995), self-efficacy (Chen et
al., 2006), motivation to transfer (Yamnill & Mclean, 2001), and job utility and
effectiveness (Velada & Caetano, 2007). Additionally, some studies have examined the
influence of motivational strategies due to their impact on training transfer; including
both assigned and participative goal-setting (Russ-Eft, 2002), feedback ( Broad, 1997),
discussing training goals with supervisors (McSherry & Taylor,1994), and relapse
prevention (Wexley & Baldwin, 1986). For the purpose of this study, two personal
characteristics will be examined; perceptions of training and incentives to transfer.
Perceptions of training programs. Prior to actually attending the training
session, trainees have their own perceptions of the training program. The perception of
any training session includes its reputation (Facteau et al., 1995; Switzer et al., 2005), its
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relevance to job requirements (Broad, 1997), and its career utility (Cheng & Ho, 2001;
Velada & Caetano, 2007). Training reputation might impact training effectiveness and
transfer. If trainees perceive training as a waste of time or as impractical, they may lack
the pre-training motivation to learn or the motivation to transfer irrespectively of the
actual quality of training (Facteau et al., 1995; Switzer et al., 2005).
Trainees begin to learn about the effectiveness of the training program, its design,
and its quality by the message organizations convey to their employees (Bunch, 2007;
Cromwell & Kolb, 2004; Switzer et al., 2005). Bunch (2007) and Cromwell and Kolb
(2004) contend that observable patterns of organizational behaviors reflect the
organizational underlying beliefs and assumptions. For example, organizations that
establish a link between training and career development and the organizational reward
system indicate to their employees that training is essential for career advancement. In
fact, Bunch (2007) even argues that minor events can influence trainees’ perceptions of
training value. Such events include poor marketing efforts of training effectiveness,
discouraging supervisory behaviors, and hiring poorly qualified trainers. In their study
about the influence of realistic versus optimistic previews of training programs on
training transfer, Karl and Ungsrithong (1992) found that trainees who received
optimistic information about the training program reported higher outcome expectations,
greater motivation to learn, positive reaction to training, and greater training transfer than
those who received negative information about the training program.
Lim and Johnson (2002) conducted a study investigating trainees’ perceptions of
the factors influencing learning transfer. The study concluded that both lack of
opportunity to apply and lack of direct relatedness to job are the two top reasons for low
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training transfer. Additionally, Axtell, Maitlis, and Yearta (1997) and Lim and Morris
(2006) found that trainees’ perception of training as being relevant to their jobs is a key
variable in determining immediate and long-term training transfer. Burke and Hutchins
(2007) explain:
Perceived utility of training can be influenced by the trainees’ evaluation of: (1)
the credibility of the new skills for improving performance, (2) a recognized need
to improve their job performance, (3) a belief that applying new learning will
improve performance, and (4) the practicality of the new skills for ease of
transfer (p. 269).
Literature on training transfer explains that training utility and relatedness to the
job influence training transfer. Cheng and Ho (2001) claim that offering employees the
opportunity to provide input into the training decision may cause trainees to perceive the
training as useful for their jobs, which in turn increases their pre-training motivation
(Clark et al., 1993). Increasing trainees pre-training motivation increases the amount of
material learned in training (Baldwin, Magjuka, & Loher, 1991) and the perceived
training transfer (Facteau et al., 1995).
Transfer incentives. Noe and Schmitt (1986) argue that the degree of trainee
motivation appears to be one of the most influential characteristics in the transfer of
learning. In the training setting, there are different motivational constructs that include
pre-training motivation (Facteau et al., 1995; Lim & Johnson, 2002), motivation to learn
(Holton et al., 2000; Russ-Eft (2002), and motivation to transfer (Axtell et al., 1997;
Seyler et al., 1998). The three motivational constructs constitute interrelated and
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independent dynamics at the same time. In other words, pre-training motivation could
facilitate learning and anticipate training transfer; however, research shows that a
person’s motivation to learn does not necessarily mean that the person will transfer the
new knowledge (Facteau et al., 1995; Holton et al., 2000). On the other hand, the
motivation to practice a new skill must be preceded by mastery of the new skill
(Nikandrou et al., 2009). Cheng and Ho (2001) contend that trainees with low
motivational level are candidates for poor mastery of training content and consequently,
little transfer of training. Different factors affect the trainees’ motivation to learn and
transfer the new learning; such as their perceptions of training utility and its transfer at
work. Nikandrou et al. (2009) explain the role motivation plays in the training and
transfer processes; they argue that:
When the trainee has a vested personal interest in a training program, it is possible
that the person will do anything he can to do well during the training and acquire
the knowledge and skills he himself values. Furthermore, when the person has
set work or career goals he wants to achieve through training, it is more probable
he will transfer the training to work (p. 258).
As mentioned earlier, there are three interrelated motivational constructs that
influence the training and transfer processes. For the purpose of this study, motivation
will be examined in terms of the incentives to transfer provided by all three motivational
constructs. Research in incentives to transfer has concentrated on the role played by
expectancy, equity, and goal-setting theories in facilitating training transfer (Baldwin &
Ford, 1988; Lim & Morris, 2006; Lim & Johnson, 2002; Russ-Eft, 2002; Wexley &
Baldwin, 1986; Yamnill & McLean, 2001). Lim and Morris (2006) argue that
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researchers can make individual or group utilization of the different theories of
motivation. The following section will discuss each theory of motivation in more depth.
Equity theory. Equity theory is based on the simple premise that people want to
be treated fairly and that all people are equally sensitive to equity (Adams, 1963). The
theory postulates that equity occurs when people believe they are being treated fairly in
comparison to one’s effort or in relation to others. On the other hand, inequity occurs
when people believe they are being treated unfairly in comparison to ones’ effort or in
relation to others (Adams, 1963; Huseman et al., 1987).
Equity theory argues that people want to be treated fairly and that individuals
bring their input into their job performance; education, intelligence, effort, social status,
and skills to pursue equity in their job outcomes (Adams, 1963; Huseman et al., 1987).
Individuals seek different outcomes for their services; including pay, reward intrinsic to
the job, job status, social status, and formal and informal privileges (Adams, 1963; Fehr
& Schmidt, 1999). In other words, individuals look for a perceived fair correlation
between inputs and outcomes based on a reference person, who might be an individual in
the future job or group (Adams, 1963). If the correlation is perceived as being unfair,
then inequity occurs, which leads to tension that will motivate the individual to reduce
the state of inequity. Huseman et al., (1987) restate these assumptions in four points:
1. Individuals evaluate their relationship with others by assessing their
outcome/input ratio against the outcome/input ratio of comparison other.
2. If the outcome/input ratios of the individual and comparison others are
perceived to be unequal, then inequity exist.
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3. The greater the inequity the individual perceives (in the form of either overreward or under-reward), the more distress the individual feels.
4. The greater the distress the individual feels, the harder he or she will work to
restore equity and, thus, reduce the distress (p. 222).
In an application of equity theory to training transfer, Yamnill and McLean
(2001) argue that trainees seeking equity in workplace settings, may attend training and
attempt to transfer the new knowledge to reach a state of equity with others in terms of
outcomes (rewards and pay, future promotion and career development, and social
recognition). In other words, employees experiencing a perception of inequity might
attend a training program, learn training content, and transfer the new learning to job
performance simply because he/she feels that attending training and improving
performance is likely to result in equity in pay or other valued rewards (Lim & Morris,
2006; Noe, 1986; Noe & Schmidt, 1986; Yamnill & McLean, 2001).
Expectancy theory. Expectancy theory was first introduced by Vroom (1964).
Vroom (1995) referred to motivation for effective performance as “the amount of taskrelated effort exerted by a person” (p. 225). Vroom argues that the degree of a person’s
motivation to perform a particular action is determined by the interaction between the
person’s expectancy that his action will be followed by a particular outcome and the
valence of that outcome. Valence refers to the desirability of the outcome.
In the expectancy theory, motivation or force to perform is the major determinant
of job performance (Heneman & Schwab, 1972). Motivation to perform originates from
cognitive forces “acting on an individual to work at a specific level” (Behling & Starke,
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1973, p. 373). According to Lawler and Suttle (1973), expectancy theory stresses the
importance of dynamic perspectives on motivation to transfer; it “represents the first
attempt to use cognitively-oriented assumptions as the basis for a general theory of work
motivation” (p. 482). Individuals are “active information processors” who choose to
behave in a certain way to gain particular outcomes depending on the social context and
previous experiences (Baldwin & Ford, 1988, p. 92). Simply, expectancy theory predicts
that certain actions are followed by desirable outcomes or incentive rewards; hence,
individuals who believe that their effort will result in some kind of reward or fulfillment
of some desired goals will attempt to transfer the new training (Baldwin & Ford, 1988;
Lim & Morris, 2006).
Expectancy theory (Vroom, 1995) provides a useful model for understanding
training transfer because it explains factors related to both trainees and the work
environment. Additionally, it addresses how trainees interpret information received from
the environment and translate that into choices of certain actions among many other
options. It is noteworthy to state that expectancy theory examined trainees in their
natural work environment; thus, offering a high degree of external validity (Heneman &
Schwab, 1972).
Expectancy theory has been approached differently by other researchers (Burke
& Hutchins, 2007; Lawler & Suttle, 1973; Nikandrou et al., 2009) who investigated the
difference between intrinsic and extrinsic incentives. Trainees distinguish between
expectancies (outcomes) depending on their intrinsic or extrinsic rewards (Lawler &
Suttle, 1973). Trainees’ incentives to transfer may generate from extrinsic rewards such
as an increase in pay or from an intrinsic one such as increasing self-efficacy. However,
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research in motivation to transfer report that internal incentives lead to a higher
motivation to transfer training to work performance in comparison to external incentives
(Burke & Hutchins, 2007; Lawler & Suttle, 1973; Nikandrou et al., 2009). For example,
Lawler and Suttle (1973) examined the influence of expectancy attitudes of 69 managers
on job effort and performance. The purpose of the study was to investigate the influence
of intrinsic and extrinsic incentives on employees’ job efforts. The researchers found that
trainees not only favored intrinsic incentives over extrinsic ones, but also they were able
to consciously distinguish between the two while making the comparison.
Goal-setting theory. Goal-setting theory argues that the setting of conscious
personal and organizational goals leads to a higher level of task performance; individuals
who develop a set of goals direct their actions toward fulfilling those goals (Locke &
Latham, 2006; Wexley & Baldwin, 1986). Lock and Latham (2006) explain “because
goals refer to future valued outcomes, the setting of goals is first and foremost a
discrepancy creating process. Goal-setting “implies discontent with one’s present
condition and the desire to attain an object or outcome” (p. 265). In the workplace,
trainees feel successful when they set personal and organizational goals and see that they
are able to grow and meet job challenges (Lock & Latham 1994, 2006). Goal-setting
theory postulates that once we control for ability and knowledge, trainees may differ in
their performance only by virtue of motivation (Lock & Latham, 1994). Literature in
motivation to transfer has many examples where goal-setting theory was utilized to
examine trainees’ motivation. The following table provides an overview of the studies
that incorporated goal-setting theory into their design.

Table 2.2.
Overview of the Studies that Incorporated Goal-Setting Theory into their Design.
Authors

Variables

Task/Topic

Sample

Findings

Lim and
Johnson
(2002)

Trainees’
perceptions of
transfer factors

Self-report of
learning and
transfer/HRD
training
program

10
individual
case studies

Trainees who specified their goals prior to training, reported
higher degree of learning than those who did not.

RichmanHirsch
(2001)

Post-training
strategies

Questionnaire
/customer
service skills

267
university
employees

Training in goal-setting was effective in improving the
extent to which trainees applied their skills to job.

Discuss
training goal
with
supervisors

91
employees
in a big
company

Significantly higher training usage and a more positive
perception of training among trainees who received the
discussion treatment.

Checklist/
Time
management
skills

256 college
students

Both assigned and participative goal setting conditions were
superior to behavioral-self management and control
conditions.

27 medical
center
employees

The treatment group assigned performance goals were
significantly better at applying learned KSA than control
group.

Brinkerhoff Pre-training and
follow-up
and
discussions
Montesino
(1995)
Wexley and
Baldwin
(1986)

Post-training
strategies

Wexley and
Nemeroff
(1975)

Goal setting and Checklist/
reinforcement
role playing
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According to goal setting theory trainees’ behaviors are determined by two
cognitive factors: intention and values (Yamnill & McLean, 2001). Trainees’ intentions
drive them to seek certain outcomes (goals). The value of this outcome to trainee is then
what enables him/her to persist in achieving that goal. According to Locke and Latham
(2006), goals direct attention and action; therefore, explicitly communicated goals can
inform the trainee of the desired outcome, change in behavior, and performance
improvement which direct his/her attention and behavior to achieve those goals.
Organizational Climate
Lim and Morris (2006) define the organizational climate as “the work and
environmental factors that inhibit, reduce, or promote training transfer” (p. 90). The
factors are either related to the work system or the people from the organization. The
work system variables are the communication climate, change resistance climate,
organizational commitment for learning transfer, the opportunity or need to use training,
the pace of work flow, and the availability of tools to apply training. In terms of peoplerelated factors, they include support from supervisors and coworkers, positive personal
outcome, and most importantly the supervisor’s involvement in learning and training
transfer (Burke & Baldwin, 1999; Lim & Morris, 2006). Mostly, research about the
influence of organizational climate on learning transfer has identified the organizational
support for training in general and supervisory support in particular as the most
influencing factors (Axtell et al., 1997; Baldwin & Ford, 1988; Broad, 1997; Bunch,
2007; Burke & Baldwin, 1999; Cheng & Ho, 2001; Chen et al., 2006; Cromwell & Kolb,
2004; Facteau et al., 1995; Holton et al., 2000; McSherry & Taylor, 1994; Nikandrou et
al., 2009; Rouiller & Goldstein, 1993; Seyler et al., 1998; Smith-Jentsch et al., 2001;
Switzer et al., 2005). Therefore, this study utilizes supervisory support as the equivalent
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of organizational climate; the following section addresses the influence of supervisory
support on training transfer.
Supervisors’ support for training transfer. Employee trainees expect their
supervisors to convey verbally and through action how to work successfully in the
organization. Trainees who perceive training programs to be important to their
supervisors will be more motivated to attend the training, learn the skills, and apply them
back to their jobs (Bunch, 2007; Cromwell & Kolb, 2004). The supervisory support may
include supervisors accessibility, encouraging trainees to use new skills, tolerating
mistakes when practicing new skills, providing opportunities for job application,
providing feedback, coaching, providing reinforcement, supervisors using skills and
terminology from training, and participative goal setting (Axtell et al., 1997; Brinkerhoff
& Montesino, 1995; Chen et al., 2006; Holton et al., 2000; McSherry & Taylor, 1994;
Wexley & Nemeroff, 1975). The following table provides an overview of the studies that
examined the influence of supervisory support on training transfer.
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Table 2.3.
Overview of Studies that Examined the Influence of Supervisory Support on Training Transfer.
Authors

Variables

Task/ Topic

Sample

Findings

Nikandrou
et al. (2009)

Perceptions of
training transfer

44 in-depth
interviews/innovati
ve experiential
training

Two groups
of 21 trainees
and 23
trainees

Trainees who reported low interest in training application
from their supervisors also reported low motivation to
transfer.

Switzer et
al. (2005)

Factors
influencing
training transfer

Questionnaires
(self-report)/ four
sessions training
course

68 manager
trainees

Supervisory support is pertinent to pre-training motivation.

Cromwell
and Kolb
(2004)

Work
environment
factors

Questionnaire/grou
p project and peer
network

63 front-line
supervisors

Trainees who reported higher levels of organizational,
supervisory, and peer support also reported higher extent
of skill transfer.

SmithJetsch et al.
(2001)

Factors
influencing
training transfer

Videotaped while
performing tasks/
self-report transfer
level

80 licensed
pilots

Team leader support had a large and significant impact on
perceptions of training transfer.
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Authors

Variables

Task/ Topic

Sample

Findings

Holton et
al. (2000)

Application of
Transfer System
Inventory

Questionnaire (selfreported)

1,616 trainees
in multiple
organizations

Supervisory support plays a dual role in training transfer;
supports application of learned skills and rewards positive
application.

Burke and
Baldwin
(1999)

Relapse
prevention
training

Questionnaire/quasi
field experiment

78 research
scientists

As the trainees perceived more support, the use of relapse
prevention tools became less needed.

Seyler et
al. (1998)

Factors affecting
motivation to
transfer

Questionnaires
(self-reported)

88 employee
trainees

Supervisory support was significantly correlated with
motivation to transfer (r = 0.397).

Axtell et
al. (1997)

Factors
influencing skill
application

Questionnaire (selfreported and from
managers)/
interactive courses

45 technical
staff

Managers do not have a significant effect on transfer;
however, managerial support correlates with autonomy in
maintaining new skills.

Broad
(1997)

Trends in
training transfer

Case studies

Multiple
Increased emphasis by companies to involve all
different-sized stakeholders especially supervisors to support training
companies
transfer.
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Authors

Variables

Task/Topic

Sample

Findings

Brinkerhoff and
Montesino
(1995)

Pre-training and
follow-up
discussions

Discuss training
goal with
supervisors

91 employees
in a big
company

Significantly higher training usage and positive perception
of training among trainees who received supervisory
support.

Facteau et
al. (1995)

Favorability of
training
environment and
pre-training
motivation

Questionnaires
(self-reported and
from supervisors)

967 managers
and
supervisors

Managers who perceived great degree of support from
supervisors reported greater motivation to transfer.

McSherry
and Taylor
(1994)

Supervisory
support in teambuilding

Questionnaires
(self-reported and
by supervisors)

99 employee
trainees

Supervisory behaviors are critical to training transfer.

Rouiller
and
Goldstein
(1993)

Organizational
transfer climate

Questionnaire (selfreported and from
managers)/ focused
group interview

102 assistant
mangers in a
large
franchise

Learning and positive organizational climate together
account for 54% variance in training transfer.

Ford,
Quinones,
Sego, and
Sorra
(1992)

Factors
influencing
opportunity to
perform trained
skills

Questionnaire (selfreported- by
supervisors)

180 graduates
from Air
Force training

Supervisor attitudes and workgroup support had a direct
impact on the opportunity to perform trained skills.
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Research in organizational climate emphasizes the multidimensional construct of
supervisory support that includes: 1) activities focused on involvement and
operationalization of new skills, and 2) activities focused on rewards and incentives
(Baldwin & Ford, 1988). The supervisor can demonstrate involvement in training by
encouragement to attend both verbally and in action. For example, a supervisor may send
a message to his subordinates that training is not important if he/she does not provide
opportunities for them to practice. Clark et al. (1993) point out that prior to training,
trainees may consider whether the supervisor will support transfer. Thus if trainees
believe training has little utility for their jobs, their pre-training motivation will suffer.
Additionally, supervisors can assume partnership with trainees to set goals prior to
training; this could take place in the pre and post-training discussions (Brinkerhoff &
Montesino, 1995; Broad, 1997). As for reinforcement, supervisors can provide praise,
pay increases, and promotion for trainees who utilize their new skills (Holton et al., 2000;
McSherry & Taylor, 1994). Finally, supervisors should act as models for trainees and
behave in ways that are consistent with training. In support for this claim, Baldwin and
Ford (1988) argue:
Employees tend to imitate supervisors who have power over them in order to
gain rewards. Therefore, the extent to which the supervisor behaves in ways
congruent with the training objectives will have a major impact on transfer of
trained skills by subordinates (p. 93).
Figure 2.6 depicts the conceptual framework of this study and the literature that
supports this depiction. This figure represents the variables under investigation and the
part of literature that justifies the need to examine them in particular. Trainees’
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characteristics are examined in terms of perceptions of training and incentives to transfer.
Both utility and relatedness are measurement for trainees’ perceptions of training while
expectancy theory (Vroom, 1995), equity theory (Adams, 1963), and goal-setting theory
(Wexley & Baldwin, 1986) are the theoretical measures for trainees’ incentives to
transfer. Additionally, the organizational climate is examined in terms of the supervisory
support. Both supervisory involvement and trainees’ rewards are the measurement for
the level of supervisors’ support.
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Perceptions of Training
Utility & Relatedness

Trainees’ Characteristics
Incentives to Transfer
Expectancy+Equity+Goal-setting

Training Transfer

Supervisory Support
Organizational Climate
Involvement & Rewards

61

Figure 2.6. Detailed Conceptual Framework for the Variables Influencing Training Transfer
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Summary
The researcher has provided a conceptual framework for the current study, which
includes the following theories: adult learning theory (Knowles, 1970, 1984), social
cognitive theory (Bandura, 1977, 1981, 1978, 2001), and training transfer theories
(Baldwin & Ford, 1988; Facteau et al., 1995; Holton et al., 2000; Noe, 1986; Rouiller &
Goldstein, 1993; Wexley & Baldwin, 1986), equity theory (Adams, 1963), expectancy
theory (Vroom, 1995), and goal- setting theory (Locke & Latham, 2006; Wexley &
Baldwin, 1986). She also reviewed the literature on factors influencing training transfer.
In the next chapter the researcher will discuss the methodology used in the current study.
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Chapter Three
Methods
Research Design
The purpose of this study is to gain a better understanding of the influence that
both trainees’ characteristics and organizational climate have on each other and on
learning transfer. Because of the broad nature of this topic, different studies from
different fields have attempted to investigate and evaluate the factors influencing training
transfer. Markedly, different methodologies were followed in these studies; experimental
(Burke & Baldwin, 1999; Lim & Morris, 2006; Smith-Jentsch et al., 2001; Wexley &
Baldwin, 1986), correlational (Chen et al., 2006; Facteau et al., 1995; Holton et al.,
2000), case study (Taylor et al., 2009), and interview (Nikandrou et al., 2009). By using
different methodologies, the previous studies confirmed the effect organizational,
environmental, and personal factors have on learning transfer. Yet, since this study aims
to investigate the relationship between the variables in the first place, correlational
research fits best (Mitchell, 1985). This study uses a correlational research framework
because it aims to describe the degree to which the two independent variables –trainees’
characteristics and organizational climate- are related. If the investigated relationship is
proven to be significant, it will be possible to predict the level of training transfer once
the scores of the independent variables are known (Fraenkel & Wallen, 2009; Mitchell,
1985). This study examines the following questions:
R1: What influence do the trainees’ characteristics and organizational climate have on
training transfer?
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R2: Is there a relationship between trainees’ characteristics and the organizational
climate in terms of training transfer?
R3: If there is a relationship, what is the combined effect of trainees’ characteristics
and the organizational climate on training transfer?
Research Formulation
This study was formulated through a review of relevant research literature, insight
from the researcher’s thesis committee and cohort, and the researcher’s passion for the
subject. In the spring of 2011, the researcher looked into some of JMU’s organizations
where she could conduct a study related to training transfer. She contacted Judy Rannow
(professional development specialist) who recommended carrying out the study at the
Training and Development Department at JMU. A few days later, the researcher
contacted Jennifer Testa; the director of Training and Development. The researcher then
met with Jennifer Testa and Judy Rannow on May 16, 2011 to discuss the purpose of the
study and the research protocol; the researcher requested permission to use their site for
research. The researcher also discussed data collection procedures, protection of
participants’ identities, and methods of results delivery. These components will be
described later in this chapter. Both the director of Training and Development and the
professional development specialist were extremely supportive and granted permission.
Another meeting was scheduled for further discussion and for obtaining formal approval
on September 16, 2011 (see Appendix A). On October 18, 2011, the researcher met
again with the professional development specialist in order to decide on which training
sessions to include in this study. The researcher clarified that the training sessions should
teach measurable and easily applied skills. Additionally, she stressed the need for

65

training sessions with high registration numbers to allow for a large pool of prospective
participants. Both the researcher and the professional development specialist decided that
training sessions in customer service skills would suit the purpose of this study.
Upon obtaining site approval, the researcher completed the research protocol, as
outlined by James Madison University’s Institutional Review Board (IRB) (see Appendix
B). The researcher submitted the research protocol on November 3, 2011, and obtained
IRB approval on November 9, 2011. On November 9, 2011, the researcher requested
approval of the addendum for the IRB protocol, which was approved on November 10,
2011. Data collection began on November 28, 2011, and ended on January 27, 2012.
Independent and Dependent Variables
Trainees’ characteristics and organizational climate are the independent variables.
Learning transfer is the dependent variable. Additionally, under each independent
variable, there are one or two sub-variables that are being investigated and utilized as
primary criteria for evaluating the influence of each independent variable. Figure 2.6
depicts the conceptual framework of this study showing the relationship(s) under
investigation.
Sample
The site where this study took place is the Training and Development Department
at James Madison University. The targeted population consists of the organizational
trainees who constantly complete ongoing training programs. A convenience sample of
trainees who received at least one training session in customer service skills were invited
to participate in the study. The rationale for selecting these subjects is based on the need
to evaluate the subjects’ perceptions of the training session(s), incentives to transfer, the
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perceived supervisory support, and the level of reported training transfer after attending
the training session(s). The sample consisted of 4 interviewed managers and 25 surveyed
trainees who attended at least one training session in customer service skills during the
period from January 2011 to October 2011. These surveyed subjects, 96 % of whom
were female, held different positions in different departments within JMU. The sample is
representative of the population that consists of 30 male trainees and 93 female trainees.
Subjects responded to a question about their highest level of education as follows:
Level of Education

Percent

Graduate Degree

28

Some Graduate Work

4

4-Year College Degree

28

Associate Degree

8

Some College

24

Technical Degree

8

High School Diploma

0

Some High School

0

28% reported having a four-year college degree, 28% reported having a graduate
degree, 24% reported having some college, 8% reported having a technical degree, 8%
reported having an associate degree, 4% reported having some graduate work, and none
reported having some high school or a high school degree. Finally, 56% of the sample
reported working at JMU for one to four years, 32% reported working five to eight years,
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8% reported working nine to twelve years, 4% reported working thirteen to sixteen years,
and none reported working more than sixteen years.
Training Programs
All subjects first completed at least one training session that consisted of twohours of in-class training in customer service skills. The customer service workshop
series consists of twelve fundamental sessions that are designed for individuals who seek
to increase their awareness and understanding of effective customer service practices
(JMU Training and Development Website, 2011). For example, some of the customer
service training sessions are customer service basics, customer relationships, difficult
customers, e-mail etiquette, and telephone etiquette. Trainees in this study attended at
least one of the twelve customer service workshops. The training sessions consist of
Power Point presentations, individual activities such as questionnaire completion, group
activities such as role-playing, promotional materials, and handouts (Training and
Development Website, 2011).
Survey Instrumentation
Trainees completed a five-part survey that asked for self-report data on the
transfer level of key skills emphasized in training, trainees’ perceptions of training,
trainees’ incentives to transfer, and the degree of supervisory support experienced by the
trainees. The survey was launched electronically through the use of the Qualtrics
database system which is a survey instrument sponsored by JMU. The researcher
incorporated several design principles to ensure effectiveness and reduce survey
abandonment. For example the researcher included a welcome screen to encourage
participants to proceed with the survey questions, additionally, the researcher included a
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progress bar to help the participants see how much of the survey they had completed
(Mitra, Jain-Shukla, Robbins, Champion, & Durant, 2008; Umbach, 2004)
The first part of the survey introduced the study and collected demographic and
background information about the subjects; four questions were asked. The second part
of the survey assessed the trainees’ perceptions of training, the third part assessed
trainees’ incentives to transfer, the forth part assessed trainees’ perceptions of supervisory
support for training transfer, and the fifth part assessed the level of training transfer.
These variables were measured with a total of 26 items. Responses to all of the items on
the survey were made on four point Likert-type scales (strongly disagree/ disagree/
strongly agree/ agree). Additionally, two open-ended questions that measure training
transfer were included in the survey.
Trainees’ perceptions of training. Research in training transfer shows that the
perception a trainee holds about training would influence his/ her motivation to learn and
transfer what he/she learned (Broad, 1997; Facteau et al., 1995; Switzer et al., 2005). The
researcher measured trainees’ perceptions of training. Five items were asked with fourrange scale. The responses ranged from “strongly agree” to “strongly disagree”. The
items asked subjects to rate 1) the overall impact of the training on their jobs, 2) whether
the training was related to their jobs, and 3) the extent to which they could utilize, in their
jobs, the skills learned in training.
Trainees’ incentives to transfer. Trainees may have different incentives for
attending training (Axtell et al., 1997; Facteau et at., 1995; Holton et al., 2000; Lim &
Morris, 2006; Seyler et al., 1998); however, only incentives to transfer are relevant to this
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study. The study looked into trainees’ incentives to transfer in three contexts; the need
for equity, the expected outcome, and the setting of training goals. The survey included
seven items with four-range scale. The responses ranged from “strongly agree” to
“strongly disagree”. One item was borrowed from Facteau et al. (1995); “I take training
because it provides me with skills that allow me to be more effective on the job” (p. 9).
The need for equity items measured the extent to which trainees attended training in order
to gain equal rewards or have equal opportunity to advance in their organizations. The
expected outcome items measured the extent to which trainees attended training because
it would result in intrinsic or extrinsic benefits and rewards. The setting of training goal
items measured the extent to which trainees attended training because it would help them
achieve existing career goals.
Supervisory support. Research in training transfer argues for the importance of
supervisory support for training and transfer (Axtell et al., 1997; Brinkerhoff &
Montesino, 1995; Chen et al., 2006; Holton et al., 2000; McSherry & Taylor, 1994;
Wexley & Nemeroff, 1975). The researcher measured trainees’ perceptions of
supervisory support. Eight items were provided with a four-range scale. Two items were
borrowed from Facteau et al., (1995); “My supervisor is tolerant of change that I initiate
as a result of learning new skills in training” and “My supervisor allows me to practice
my new skills learned in training on the job” (p. 9). The responses ranged from “strongly
agree” to “strongly disagree”. The items measured: 1) supervisors’ participation on goal
setting, 2) supervisors’ support for participation in training programs, and 3) supervisors’
formal and informal behaviors that support training transfer.
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Training Transfer. This scale measured the extent to which trainees applied
what they learned in training back to their jobs. Four items were provided. Two items
were developed with a four-range scale; the responses ranged from “strongly agree” to
“strongly disagree”. The other two items were open-ended questions. The items
measured: 1) the opportunity trainees had to practice new skills, 2) the level of transfer
observed by trainees, and 3) trainees’ self- perceived commitment to transfer new skills.
Table 3.1 depicts the survey questions and the corresponding research variables.
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Table 3.1.
Survey Questions and Corresponding Research Variables.
Variable
Demographic Questions

1234-

Questions
What is your sex?
What is your highest level of education?
How long have you worked at JMU?
What department are you employed in?
What type of position do you hold in
your department?

Trainees’ Perceptions of Training

Please rate each item from strongly agree to
strongly disagree:
1- Before attending training, I thought that
customer service skills training could
have a positive impact on my job.
2- Before attending training, I thought that
training was going to be a waste of my
time.
3- Before attending training, I thought that
training was going to be directly related
to my job requirements.
4- Before attending training, I thought I
would be able to use the training skills
throughout my career.
5- Before attending training, I thought that
training would improve my customer.
service skills

Trainees’ Incentives to Transfer

Please rate each item from strongly agree to
strongly disagree:
1- I participate in training because it
provides me with skills that allow me to
be more effective on the job.
2- I participate in training because it helps
me receive rewards equal to those of my
coworkers.
3- I participate in training because it
increases my opportunities to advance in
my organization.
4- Training is a means to accomplish my
career goals.
5- Training helps me meet my work goals.
6- I apply what I learned in the customer
service training because it helps improve
my performance.
7- After I completed training and returned to
my job, I wanted to apply what I learned
during customer service training.
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Supervisory Support

Please rate each item from strongly agree to
strongly disagree:
1- My supervisor views training as an
important tool for performance
improvement.
2- My supervisor supports my participation
in training programs.
3- My supervisor discusses training goals
with me.
4- My supervisor supports the application of
new knowledge and skills learned during
customer service training to my job.
5- My supervisor is tolerant of change that I
initiate as a result of learning new skills
in training.
6- My supervisor allows me to practice my
newly learned skills on the job.
7- My supervisor offers feedback on my
application of newly learned skills.
8- My supervisor is interested in my
development as an employee.

Training Transfer

Please rate each item from strongly agree to
strongly disagree:
1- I had the opportunity to transfer skills
learned in the customer service training
to my job.
2- I transferred some of the newly learned
skills to my job.
Please answer the following open-ended
questions:
1- Please provide work examples in which
you applied the training content.
2- How committed are you to transfer new
skills to the workplace? Why?

Interview Protocol
The qualitative component of this study consisted of a nine-item semi-structured
interview. The researcher used the semi-structured design for several reasons. The semistructured interview allows for actual contact with the interviewees which may lead to a
revision of the researcher’s initial plan in order to fit the situation as it actually arises
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(Denzin & Lincoln, 2000; Merriam, 2009). In addition, the format allows for the
investigation of the subjective views of the interviewees and the analysis and comparison
of these views (Fraenkel & Wallen, 2009; Wengraf, 2004). Patton (2002) emphasizes
that semi-structured interviews ensure the efficient use of the interviewees time while
also maintaining consistency across all of the interviews by asking the same questions of
each participant.
The purpose for interviewing managers is to validate the data collected from the
previous survey (Fraenkel & Wallen, 2009; Lincoln & Guba, 1985; Merriam, 2009).
Managers responded to questions about the level of training transfer reflected by trainees’
performance after attending the training session. In addition, managers reflected on their
own perception of the amount of supervisory support provided to the trainees. Table 3.2
depicts the interview questions and the corresponding research variables.
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Table 3.2
Interview Questions and Corresponding Research Variables.
Variable
Ice-breaker

Question
How would you describe your organization, its climate
and environment?

Organizational Climate

How do you view training programs in your
organization?

Supervisory support

How do you develop training goals and plans with your
subordinates?

Supervisory support

How often do you expect your subordinates to attend
training sessions?

Training transfer

How do you measure the impact of the training your
subordinates undertake?

Training transfer/
supervisory support

How do you provide feedback to your subordinates
about their performance as it relates to training?

Training transfer

What benefit do you believe your department gained as
a result of subordinates attending training?

Organizational Climate

Do you believe that your organizational climate
promotes transfer of new learning in terms of
opportunity to transfer and tolerance of mistakes?

Conclusion

Do you have something to add that relates to our topic?
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Data Collection
This study employs a mixed-methods design. The reasons for choosing this
design are: 1) the qualitative data are used to validate and further explain the findings
from the quantitative instrument (Lincoln & Guba, 1985; Patton, 2002), 2) the qualitative
data allow for more exploration of the variables under investigation and may clarify
ambiguity raised by quantitative findings (Lincoln & Guba, 1985; Miles & Huberman,
1994; Patton, 2002; ), and 3) mixed-methods research can help clarify and explain
relationships found to exist between variables (Creswell, 2009, Fraenkel & Wallen, 2009)
which is what this study aims to prove. Overall, the data collection occurred in two
stages; trainees’ survey and managers interviews.
Survey stage. This stage started on November 28, 2011. The researcher sent the
Training and Development Director an e-mail to forward to the intended trainees who
attended at least one training session in customer service skills. The email contained the
cover letter introducing the survey and requesting the participants consent to take the
survey, a hyperlink to the survey was also included (see Appendix C). The reason for
sending out the survey e-mail through Training and Development Director is to protect
the anonymity of subjects. In order to increase response rate, the researcher asked the
director to send a reminder to participants five days after the survey was initially
launched. Out of the 123 trainees who received the e-mail, 32 opened the survey.
However, only 25 finished the survey which resulted in 78% completion rate. The
unfinished surveys were rejected. The researcher closed the survey on December 15,
2011. As mentioned earlier, survey data were collected via Qualtrics. The data were
then analyzed using the survey software and SPSS. The survey materials and the actual
survey were stored electronically in the password protected Qualtrics (2011) database and
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in a password protected SPSS file on the researcher’s personal computer. In addition, the
data were copied into a CD-Rom to allow for back-up of the original data in case the
researcher’s personal computer stopped working. The back-up copy was then stored in a
locked file cabinet in 3345 Memorial Hall.
Interview stage. The Training and Development director had identified eighty
one managers as the direct supervisors for the trainees who attended at least one training
session in customer service skills. Training and Development contacted those managers
to introduce the study and ask for their permission to conduct the interviews. Each
interviewed supervisor supervised at least one surveyed subject. The surveyed subjects
answered a demographic question about their departments, which allowed the Training
and Development to target the specific supervisors of those surveyed subjects. The
supervisors were asked to participate in the study; they were not informed of their
subordinates’ participation in the study. This was done to protect the participants’
identity and to keep anonymity. On December 12, 2011, the researcher interviewed one
manager. The manager was given a copy of the informed consent form in case she
needed to ask questions. The researcher ensured that the interview was conducted in a
closed office where no one could hear the content of the interview. Prior to conducting
the interview, the researcher asked for the interviewee signature on the informed consent
form (see Appendix D). The interviewee had a second chance to ask questions before
agreeing to the consent form. The interview was recorded using Audacity; a digital audio
editing program. Immediately after the interview took place, the researcher copied the
audio file from the editing program (Audacity) to a CD-Rom to allow for a back-up copy
of the data. And additional three interviews took place in January and February 2012.
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The same interview protocol was followed. All data collected including consent forms,
researcher notes, and the back-up CD-Roms were stored in the same locked file cabinet
in 3345 Memorial Hall. Shortly after the researcher transcribed and printed the responses
using Microsoft Word Document 2010, she deleted the audio files from her personal
computer.
Protection of Participants
As mentioned earlier, the survey was distributed by the director of Training and
Development. Participants were assured of the anonymity of collected data and were
asked to consent before taking the survey. They were informed that they could stop
taking the survey at any point. However, they could not withdraw from the study once
they had submitted their responses. The researcher didn’t have access to the participants’
names; the data were anonymously stored in the Qualtrics (2011) database, SPSS, and the
CD-Rom back-up copies. In addition, the qualitative data were coded using Microsoft
Word 2010. Each interviewee was given a code name (i.e. M1, M2, and M3) to protect
his/her identity. Upon completion of the interviews, the researcher transcribed and stored
the data in the secured file cabinet in 3345 Memorial Hall. Four people had the potential
access to the data, the department head; Dr. Foucar-Szocki, the researcher’s thesis chair;
Dr. Thall, the program coordinator; Dr. Wilcox, and the researcher.
Summary
This chapter included a brief discussion of how this study was formulated. The
researcher explicitly described the instrumentation of survey and interview protocols.
Both sampling and data collection procedures were explained. Finally, the researcher
discussed the procedures followed to protect participants’ identity. The following chapter
will address the methodology used to analyze the data and the research findings.
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Chapter Four
Data Analysis
Overview
This study collected data through a mixed-methods approach that measured the
influence of trainees’ characteristics and organizational climate on training transfer and
investigated the hypothesized relationship between the two independent variables
(trainees’ characteristics and organizational climate). The quantitative data acquired for
this study were collected using Qualtrics (2011), an online survey database system. The
qualitative data were collected via four semi-structured interviews recorded via Audacity,
The remaining of this chapter will discuss the analysis procedures, the acquired results,
and explanation of results.
Data Analysis Procedures
Validity and reliability. In order to establish validity and reliability, the
researcher utilized different techniques. First, the researcher used triangulation to collect
data through different data collection methods, different sources, and different
investigators, which should reduce bias (Fraenkel & Wallen, 2009; Jick, 1979; Lincoln &
Guba, 1985; Patton, 2002). Patton (2002) advocates for mixing data, design, and analysis
approaches; he argues that” borrowing and combining distinct elements from pure or
coherent methodological strategies can generate creative mixed inquiry strategies that
illustrate variations on the theme of triangulation” (p. 248). The researcher employed a
mixed-methods approach in order to establish validity. The researcher collected data
through a qualitative interview protocol administered to 4 managers and a quantitative
survey administered to 25 trainees. The researcher employed two sources: the survey
responses and the interview responses. The interview responses were utilized to establish
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construct-related evidence of the validity of the survey (Adcock & Collier, 2001; Binning
& Barrett, 1989; Woehr & Arthur, 2003). Additionally, the researcher asked a graduate
student Adult Education Human Resource Development (AHRD) cohort member to
conduct an external audit on the qualitative results. The audit evaluated the researcher’s
interpretations and ensured the objectivity of coding (Lincoln & Guba, 1985; Miles &
Huberman, 1994).
Second, the survey and the interview questions were pilot-tested by the
researcher’s AHRD cohort who evaluated the content of the survey and judged its
validity. They also judged the validity of the interview questions by comparing each
question to the intended variable it measures. The cohort provided feedback and
suggestions for improving the validity of the survey and interview questions; those
suggestions were implemented by the researcher who found them to be helpful.
Quantitative data analysis. Data obtained from the survey were analyzed using
both descriptive and inferential statistical tests. The researcher examined the data by
constructing scatterplots, calculating the correlation coefficient, and conducting a
multiple regression analysis. Scatterplots were utilized because they give a pictorial
representation of the relationship between the investigated quantitative variables
(Fraenkel & Wallen, 2009; Touchette, MacDonald, & Langer, 1985). Moreover,
scatterplots reflect the degree and nature of that relationship which helps in judging
which correlation coefficient to use.
First, the data were analyzed using SPSS (computer program); means and
standard deviations of variables were calculated. Descriptive statistics were conducted to
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examine the first hypothesis (H1): trainees enter the training program with specific
positive or negative perceptions of training programs. The descriptive statistics were
calculated because they provide a description of the distribution of scores and show
variation.
Second, Correlation coefficients were conducted to examine the second
hypothesis (H2): positive supervisory support increases the level of training transfer.
Pearson r was calculated to examine the degree of relationship between the two scores of
variables; supervisory support and training transfer. Pearson r was chosen over
Spearman correlation because the scatterplots showed a linear relationship between the
two variables; therefore, Pearson r would be suitable for the purpose of this study (Cone
& Foster, 2006).
Third, multiple regression analysis was conducted to examine the third hypothesis
(H3): trainees’ characteristics and organizational climate are interrelated variables; hence,
improving the organizational climate should promote positive trainees’ characteristics,
which in turn facilitate new knowledge transfer. Multiple regression analysis determines
the correlation between the predictor variables (trainees’ characteristics and
organizational climate) and the criterion variable (training transfer).
Qualitative data analysis. The qualitative data were analyzed using coding,
member checks, and an external audit to cross check the researcher interpretations:
Coding. The researcher followed Patton’s (2002) recommendations in coding the
interviewees’ responses. She started by transcribing the interviews to ensure accuracy.
Then, she started coding the responses into already developed categories, themes, codes,
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and sub-codes based on the review of literature and the interview questions. The
researcher individually analyzed the interviewees’ responses and assigned them to the
existing priori; the researcher sought out patterns and consistency of responses. See
appendix (F) for codes.
Member checks. Member checks refer to the process of asking the interviewees
to review and evaluate the researcher’s interpretations of their responses (Creswell,
2009). Lincoln and Guba (1985) argue that this technique is the most crucial one to
establish credibility. Once the researcher collected the qualitative data, transcribed the
interviews, and analyzed the data, she asked the interviewees to1) review the interviews
transcript and the researcher interpretations of their responses, and 2) provide feedback in
terms of accuracy and objectivity of interpretations. The interviewees were informed of
their ability to clarify any response or edit any interpretation. All of the interviewees
replied to the researcher with minor changes and comments. Suggested changes
consisted of correcting a misspelled word and deleting an interviewee’s verbal fillers,
“ums”.
External audit. The researcher asked a classmate to examine the study, the data
collection methods, and the results. He was asked to evaluate the accuracy of the
collected data and the researcher’s interpretations of that data. The external audit was
familiar with the study and constantly assessed the quality of the researcher’s work.
Patton (2002) argues for the role an external audit plays by stating that “an external audit
by a disinterested expert can render judgment about the quality of data collection and
analysis” (p. 562).
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Summary of Quantitative and Qualitative Results
This section provides the results of the study. The data are presented in a way
that addresses the research questions and hypotheses rather than presenting the results for
each individual question in the survey and interviews. The researcher developed the
survey questions in a way that allowed her to group the questions into the four
investigated variables: trainees’ perceptions of training, trainees’ incentives to transfer,
supervisory support, and the level of training transfer.
The researcher utilized SPSS to group the respondents’ answers, according to the
variable that the question investigates, which resulted in five groups: trainees’
perceptions of training, trainees’ incentives to transfer, supervisory support, training
transfer, and trainees’ characteristics. This last group was developed because trainees’
perceptions of training and trainees’ incentives to transfer are sub-variables of the
overarching variable trainees’ characteristics. The researcher combined the two subvariables to better examine the results when necessary. The researcher followed this
approach because she wants to analyze the results from the collective questions that
address each variable under investigation. The following section answers the research
questions and addresses the research hypotheses in light of concluded analysis.
Trainees’ characteristics and organizational climate. The research hypothesis
(H1) is:
H1: Trainees enter the training program with specific positive or negative
perceptions of training programs.
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Trainees’ perceptions of training. Tables 4.1 and 4.2 illustrate the results of

frequency tests and descriptive statistics from the trainees’ perceptions section in the
survey.
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Table 4.1
Frequency Table.

Frequency

TPQs
Percent

9

36.0

15.00

Valid
Percent
36.0

Cumulative
Percent
36.0

16.00
6
24.0
24.0
60.0
17.00
2
8.0
8.0
68.0
Valid 18.00
1
4.0
4.0
72.0
19.00
4
16.0
16.0
88.0
20.00
3
12.0
12.0
100.0
Total
25
100.0
100.0
Note: TPQs stands for trainees’ perceptions questions from the survey.

Table 4.2
Descriptive Statistics.

N

Descriptive Statistics
Minimu Maximu
m
m

Mean

Std.
Deviation

TPQs
25
15.00
20.00 16.7600
1.87705
Valid N
25
(listwise)
Note: TPQs stands for trainees’ perceptions questions from the survey.
Overall, respondents agreed that they had positive perceptions of the training
program prior to actually attending it. All interviewed supervisors expressed their belief
that their subordinates have a positive perception of training programs. However, three
respondents disagreed with the direct relatedness between the training content and their
job requirements. One of the interviewed supervisors claimed that trainees may not have
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positive perceptions of the training utility prior to attending training; yet, the perceptions
changes once they start to learn the content and relate it to their job requirements. For
detailed information on the respondents’ answers to each question in the trainees’
perceptions section from the survey, please refer to appendix (G-1).
Trainees’ incentives to transfer. Table 4.3 and 4.4 illustrate the results of the
trainees’ incentives questions from the survey. Both frequency and descriptive statistics
are presented.

Table 4.3
Frequency Table.

Frequency

TIQs
Percent

15.00
17.00
18.00

1
2
1

19.00
20.00
21.00
Valid
22.00
23.00
24.00
25.00
28.00
Total

4.0
8.0
4.0

Valid
Percent
4.0
8.0
4.0

Cumulative
Percent
4.0
12.0
16.0

1
8
3
1
2
2
3
1

4.0
32.0
12.0
4.0
8.0
8.0
12.0
4.0

4.0
32.0
12.0
4.0
8.0
8.0
12.0
4.0

20.0
52.0
64.0
68.0
76.0
84.0
96.0
100.0

25

100.0

100.0

Note: TIQs stands for trainees’ incentives to transfer questions from the survey.
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Table 4.4
Descriptive Statistics.

N

Descriptive Statistics
Minimu Maximu
m
m

Mean

Std.
Deviation

TIQs
25
15.00
28.00 21.1200
2.97658
Valid N
25
(listwise)
Note: TIQs stands for trainees’ incentives to transfer questions from the survey.

Overall, responses for this section (trainees’ incentives to transfer) from the
survey seem to vary. All respondents agreed that training helps them meet their work
goals by providing them with necessary skills. Participants answered a question about
the reasons for their participation in training as follows: 72% respondents disagreed that
they participate in training to receive rewards equal to their co-workers, while also 76%
respondents agreed that they participate in training because it increases their opportunity
to advance in their organizations. Out of the 4 interviewed supervisors, one mentioned
that their subordinates need to be equal to their counterparts is an incentive for them to
attend training and apply the training content. Three supervisors also contended that their
subordinates expect to get rewarded for attending training; either personally by increasing
their knowledge or professionally by increasing their opportunities in their jobs.
Specifically to the customer service skills training, 8% of the participants disagreed that
they wanted to apply what they have learned in the customer service training. And 12%
disagreed that the customer service training helped improve their performance.
Responses to an open-ended question asking for an example where trainees applied the
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training content resulted in 3 responses (12%) of participants who reported that training
content was not helpful and they did not apply any to their job. However, 88%
respondents provided examples where they utilized the training content. For more details
on participants’ responses to individual questions in this section, please refer to
appendices (G-2), (G-4), and (H).
Supervisory support. Table 4.5 and 4.6 illustrate the results of the supervisory
support questions from the survey. Both frequency and descriptive statistics are offered.

Table 4.5
Frequency Table.

Frequency

SSQs
Percent

18.00
19.00
20.00
21.00

1
1
1
1

22.00
23.00
24.00
Valid 25.00
26.00
27.00
28.00
29.00
31.00
32.00
Total

4.0
4.0
4.0
4.0

Valid
Percent
4.0
4.0
4.0
4.0

Cumulative
Percent
4.0
8.0
12.0
16.0

4
2
1
4
1
1
2
4

16.0
8.0
4.0
16.0
4.0
4.0
8.0
16.0

16.0
8.0
4.0
16.0
4.0
4.0
8.0
16.0

32.0
40.0
44.0
60.0
64.0
68.0
76.0
92.0

1
1
25

4.0
4.0
100.0

4.0
4.0
100.0

96.0
100.0

Note: SSQs stands for supervisory support questions from the survey.
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Table 4.6
Descriptive Statistics.

SSQs
Valid N
(listwise)

Descriptive Statistics
N
Minimu Maximu
Mean
m
m
25
18.00
32.00 24.9600

Std.
Deviation
3.78021

25

Note: SSQs stands for supervisory support questions from the survey.

Overall, survey respondents perceive their supervisors as being supportive of
training; they all agreed that their supervisors support their participation in training
programs. All interviewed supervisors asserted their support of subordinates attending
training. However, 40% of survey respondents disagreed with the statement “my
supervisor discusses training goals with me”; and 8% disagreed that their supervisors are
interested in their development as employees. All manager interviewees mentioned that
they are required to fill out evaluation forms for their subordinates where they develop
training plans and discuss with their subordinates their current skill level and what they
need to improve upon. In terms of application of the newly learned skills, 92% of survey
respondents agreed that their supervisors support application of the new skills and are
tolerant of changes initiated by respondents as a result of training. Two interviewees said
that they are supportive of new skill practice and are tolerant of mistakes made by
subordinates as they practice. Nevertheless, one supervisor said that not all mistakes are
tolerated and that this caused by the sensitive nature of their line of work which results in
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limited opportunities for the trainees to practice the new skills. Four survey respondents
either disagreed or strongly disagreed that they had the opportunity to transfer the new
skills to their work settings. Those same respondents did not provide examples for
training transfer and suggested that they have not used new skills once they were back on
the job. Furthermore, 40% of survey respondents disagreed that their supervisors offer
feedback on their application of newly learned skills. One interviewee mentioned that
she has never provided feedback to her subordinates regarding their training application,
nor she attempted to measure the level of training transfer. For further information on
respondents answers to individual questions, please refer to appendix (G-3).
Trainees’ characteristics and organizational climate. The primary research
questions (R1, R2) and hypothesis (H2) are as follows:
R1: What influence do trainees’ characteristics and organizational climate have on
training transfer?
R2: Is there a relationship between trainees’ characteristics and organizational
climate in terms of training transfer?
H2: Positive supervisory support increases the level of training transfer.
In order to answer the research questions (R1, R2), the researcher conducted
scatterplots to visually illustrate the relationship between (a) trainees’ perceptions of
training and training transfer, (b) trainees’ incentives to transfer and training transfer, (c)
supervisory support and training transfer, and (d) trainees’ characteristics and supervisory
support. Figures 4.1, 4.2, 4.3, 4.4, and 4.5 represent the relationships respectively.
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Figure 4.1. The relationship between Trainees’ Perceptions of Training and Training
Transfer.
Note: TPQs stands for trainees’ perceptions of training questions from the survey.
TTQs stands for training transfer questions from the survey.
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Figure 4.2. The relationship between Trainees’ Incentives to Transfer and Training
Transfer.
Note: TIQs stands for trainees’ incentives to transfer questions from the survey.
TTQs stands for training transfer questions from the survey.
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Figure 4.3. The relationship between Trainees’ Characteristics and Training Transfer.
Note: TCQs stands for trainees’ characteristics questions (trainees’ perceptions of
training transfer and trainees’ incentives to transfer).
TTQs stands for training transfer questions from the survey.
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Figure 4.4. The Relationship between Supervisory Support and Training Transfer.
Note: SSQs stands for supervisory support questions from the survey.
TTQs stands for training transfer questions from the survey.
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Figure 4.5. The Relationship between Supervisory Support and Trainees’ Characteristics.
Note: TCQs stands for trainees’ characteristics questions from the survey (trainees’
perceptions of training and trainees’ incentives to transfer).
SSQs stands for supervisory support questions from the survey.

Some scatterplots show positive association between variables while others do not
show any correlation. Figure 4.1 illustrates no association between trainees’ perceptions
of training and the level of training transfer. Figure 4.2 illustrates a positive relationship
between trainees’ incentives to transfer and training transfer. By computing the two sub
variables (trainees’ perceptions and trainees’ incentives) that constitute trainees’
characteristics, figure 4.3 illustrates a positive association between trainees’
characteristics in general and training transfer. Figure 4.4 illustrates a positive
relationship between supervisory support and training transfer. It also supports the
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researcher hypothesis (H2): positive supervisory support increases the level of training
transfer. The scatterplot shows that the more supervisory support the trainee perceived
the higher level of transfer he/she reported. The qualitative interview data also supports
this finding. Several supervisors mentioned that they want to be “a good coach”, “a good
supervisor”, and “encourage people to grow”. One supervisor said that her reason was to
help trainees find their strengths as well as weaknesses and feel free to discuss them with
her and to carry out the necessary changes in a safe environment. Figure 4.5 illustrates a
positive relationship between trainees’ characteristics and supervisory support. Further
discussion of this point will be presented later in the chapter.
To further investigate the relationship between variables, the researcher conducted
the Pearson r correlation coefficient. Table 4.6 illustrates the results of the Pearson r
correlation coefficient for trainees’ characteristics, supervisory support, and training
transfer.
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Table 4.7
Correlations
TTQs
TTQs Pearson
Correlation
Sig. (2-tailed)
N
SSQs Pearson
Correlation
Sig. (2-tailed)
N
TCQs Pearson
Correlation
Sig. (2-tailed)
N

1

SSQs
.458*

TCQs
.642**

25
.458*

.021
25
1

.001
25
.528**

.021
25
.642**

25
.528**

.007
25
1

.001
25

.007
25

25

*. Correlation is significant at the 0.05 level (2-tailed).
**. Correlation is significant at the 0.01 level (2-tailed).
Note: TCQs stands for trainees’ characteristics questions from the survey (trainees’
perceptions of training and trainees’ incentives to transfer).
SSQs stands for supervisory support questions from the survey.
TTQs stands for training transfer questions from the survey.

Customarily when the sample size is extremely small, the study would warrant
this type of statistical analysis. The researcher acknowledges the limitation the small
sample size poses on any inferences and recommendations made as a result of this study.
However, the researcher wanted to carry out the statistical tests to have a sense of what
the results might indicate and experience the process of statistical data analysis. The
Table 4.7 shows the two independent variables (trainees’ characteristics and supervisory
support) as having statistically significant positive correlation with training transfer.
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Magnitudes of the correlations range from r = .458 for supervisory support at the 0.05
level to r = .642 for trainees’ characteristics at the 0.01 level. By computing R Squared
for both correlations, the researcher found that R2 = .209 for supervisory support and R2 =
.412 for trainees’ characteristics. This means a variance of 20% in the level of training
transfer could be accounted for by the supervisory support, while a variance of 41% in
the level of training transfer could be accounted for by trainees’ characteristics. In
addition, table 4.7 illustrates a significant and positive correlation between trainees’
characteristics and supervisory support. The R Squared for this correlation results in R2 =
.278; which means that about 28% variance in trainees’ characteristics could be
accounted for by the level of supervisory support. Trainees who perceive support from
their supervisors are inclined to have more positive perceptions of training as well as
incentives to transfer what they have learned to their jobs (Bunch, 2007; Cromwell &
Kolb, 2004). One interviewee explained “I hope that it boosts them up and makes them
feel that their extra effort was worthwhile” and “hope that it shows them the kind of
things that I’m interested in seeing”. However, another supervisor expressed her doubts
that there is a direct relationship between her feedback and trainees’ performance as it
pertains to training. The previous correlations table can also examine the relationship
between trainees’ characteristics and organizational climate. It can answer the third
research question (R3) and test the third hypothesis (H3) which are as follows:
R3: If there is a relationship, what is the combined effect of trainees’
characteristics and organizational climate on training transfer?
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H3: Trainees’ characteristics and organizational climate are interrelated variables;
hence, improving the organizational climate should promote positive trainees’
characteristics, which in turn facilitate new knowledge transfer.
Table 4.7 summarizes the significance level for each correlation. As shown in the
tables, each independent variable is positively and significantly correlated with the
dependent variable; demonstrating that higher scores in the independent variables tend to
indicate higher level of training transfer. Table (4.7) demonstrates that there is a
statistically significant positive relationship between trainees’ characteristics and
organizational climate represented by supervisory support in terms of their influence on
training transfer. Both trainees’ characteristics and supervisory support account for
approximately 61% variance in the level of training transfer as calculated from the R2 in
both correlations. For a more rigorous statistical test in answering the research question
(R3) and test the hypothesis (H3), the researcher conducted a multiple regression
analysis. Tables 4.8 (a, b, c, and d) illustrate the results of the multiple regression test for
trainees’ characteristics, supervisory support, and training transfer.

Table 4.8 (a)
Variables Entered/Removeda
Mode
Variables
Variables
Method
l
Entered
Removed
b
1
SSQs, TCQs
. Enter
a. Dependent Variable: TTQs (Training
Transfer)
b. Independent Variables:
SSQs (Supervisory Support), and TCQs (Trainees’ Characteristics).
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Table 4.8 (b)

Mode
l
1

Model Summary
R
R Square Adjusted R Std. Error of
Square
the Estimate
a
.658
.432
.381
1.04092

a. Predictors: (Constant), SSQs, TCQs

Table 4.8 (c)

Model

Sum of
Squares

ANOVAa
df

Regression
18.163
1
Residual
23.837
Total
42.000
a. Dependent Variable: TTQs
b. Predictors: (Constant), SSQs, TCQs

2
22
24

Mean
Square
9.081
1.084

F
8.381

Sig.
.002b
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Table 4.8 (d)

Model

1

(Constant)
TCQs

Unstandardized
Coefficients
B
Std. Error
-2.042
1.976
.174
.059

SSQs
.058
a. Dependent Variable: TTQs

.066

Coefficientsa
Standardized
Coefficients
Beta

T

.555

-1.034
2.936

.165

.874

Sig.

95.0% Confidence Interval
for B
Lower Bound Upper Bound
.313
-6.140
2.055
.008
.051
.297
.392

-.079

.195

Multiple regression analysis was conducted to examine the relationship between training transfer and the two predictor
variables (trainees’ characteristics and supervisory support). The multiple regression model with its two predictor variables produced
R2 = .432, F (2, 22) = 8.381, p < .002. The variability in the dependent variable (training transfer) around the regression line is 1.04
times the original variance. In other words, about 43% of the original variability in training transfer is explained by the two
independent variables and 57% could be explained by the residual variability. The ANOVA table gives an F-Statistic of 8.381. Using
F Distribution Table to look up f (2, 22) with 2 and 22 being the degrees of freedom of the Regression and Residual rows respectively,
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the table gives a value that tests against 3.44. Evidence supports the significance from
the ANOVA table since the F-Statistic is greater than the value in the table, at alpha =
0.05.
Summary
Despite the limited sample pool and the low response rate from the survey, the
results from this study support the researcher’s hypotheses. Trainees agreed to have
positive perceptions of the training program. The supervisors, also, expressed their
beliefs that their subordinates hold positive perceptions of training programs. The
statistical analysis showed positive correlations between the independent variables at one
end and between the independent variables and the dependent variable at the other end.
Both qualitative and quantitative data provided evidence for the correlation between
supervisory support and the level of training transfer. Trainees who reported higher
perceptions of positive supervisory support also reported higher levels of training
transfer. In addition, the results found that a significant level of variability in the level of
training transfer is explained by trainees’ characteristics and perceived supervisory
support.
The final chapter includes interpretations of the findings and answers to the
research questions and hypotheses. It also provides recommendations for action and
recommendations for future study. The chapter concludes with an overview of how and
why this study was conducted.
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Chapter Five
Conclusions and Recommendations
Overview
This study was conducted to gain insight into how both trainees’ characteristics
and organizational climate impact training transfer for JMU trainees who attended at least
one training session in customer service skills. In addition, the study investigated the
relationship between the two independent variables: trainees’ characteristics and
organizational climate. Data for the study were collected over the course of several
months via a mixed-methods approach; quantitative data were collected via survey and
qualitative data were collected via interviews. The following section contains
interpretations of the findings, recommendations for action, recommendations for future
study, and the researcher’s experience throughout the study.
Interpretation of Findings
To restate, the researcher is investigating the following questions:
R1: What influence do trainees’ characteristics and organizational climate have on
training transfer?
R2: Is there a relationship between trainees’ characteristics and organizational
climate in terms of training transfer?
R3: If there is a relationship, what is the combined effect of trainees’
characteristics and organizational climate on training transfer?
After analyzing the data collected via survey and interviews, the researcher
reached the following findings:
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A1:

Both trainees’ characteristics and organizational climate influence the
level of training transfer (see Figure 4.1 and Figure 4.2, pages 90-91).
Trainees enter the training session with pre-existing perceptions of the
utility and relatedness of the training content to their jobs; and they have
different incentives to transfer what they have learned in training to their
work performance.

A2:

There is a positive relationship between trainees’ characteristics and
organizational climate represented by supervisory support (see Figure 4.3,
page 92). The level of supervisory support does not seem to have strong
direct impact on training transfer; the correlation level is significantly
lower than that of trainees’ characteristics and training transfer (see Table
4.7, page 96). However, supervisory support has direct impact on
trainees’ characteristics which then has a greater influence on the level of
training transfer.

A3:

Trainees’ characteristics and organizational climate have positive linear
correlation in terms of training transfer.

Overall, the findings from this study support the findings of other studies
(Baldwin & Ford, 1988; Brinkerhoff & Montesino, 1995; Facteau et al., 1995; Holton et
al., 2000; Holton & Baldwin, 2003; Hucznyski & Lewis, 1980; Lim & Morris, 2006;
Rouiller & Goldstein, 1993; Wexley & Baldwin, 1986). For example, most trainees enter
the training session with pre-existing perceptions of the training program (Bunch, 2007;
Burke & Hutchins, 2007; Cromwell & Kolb, 2004; Lim & Johnson, 2002). The findings
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support the study assumption that both trainees’ characteristics and organizational climate
influence the level of training transfer. Additionally, the findings support the study
hypotheses; 1) trainees enter the training session with pre-existing perceptions of training
utility, 2) trainees who reported higher levels of supervisory support also reported higher
levels of training transfer, and 3) there is a positive relationship between the variables
trainees’ characteristics and organizational climate; hence, improving one variable should
improve the other which in order improves the level of training transfer.
Limitations of the Study
In terms of limitations, this study has several: it does not examine the influence of
training design, suffers from a limited sample pool, may be biased by the subjectivity of
the supervisors’ evaluation, and has a skewed gender distribution. This study does not
examine the combined effect of the three variables that are believed to influence learning
transfer: trainees’ characteristics, training design, and organizational climate. Instead, it
only investigates the relationship between trainees’ characteristics and organizational
climate and their effect on training transfer without evaluating the influence of training
design. Training design has been exhaustively studied in the research literature and this
research seeks to expand upon the relationship between trainees’ characteristics and
organizational climate.
An additional limitation exists in that the results are limited to subjects who had
one training class or more; subjects who did not attend training programs are not
included. Therefore, the number of trainees who participated in the study was extremely
impaired. Furthermore, this study uses supervisors’ subjective evaluation of
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improvement in employees’ performance rather than actual results from the employees’
productivity level.
Recommendations for Future Study
Due to the complicated nature of the training transfer subject and the limited
scope of this study, further research is needed to investigate in more depth the influencing
variables and their roles in promoting or hindering training transfer. First, a longitudinal
study of the role of trainees’ perceptions, trainees’ incentives to transfer, and the
supervisory support should be carried out to determine the amount of emphasis to be
placed on each variable. Second, there are more complex and indirect influences; such as
peer support and opportunity to transfer, that need to be further investigated. As
mentioned earlier, this study investigated the influence of three variables on training
transfer; however, more variables are believed to influence training transfer. Third, more
rigorous and direct measures of trainees’ performance while on-the-job should be used.
Unlike the self-reported performance survey used in this study, information from more
objective parties and via well-tested instruments should be collected for more reliable
findings. Finally, the findings from this study need to be replicated in other training
contexts and designs. Specifically, researchers need to find out if the study findings can
hold up when more reliable instruments are used to measure trainees performance on the
job, other types of training workshops are used, and longer time of training sessions are
incorporated.
Recommendations for Action
Organizations keep spending millions of dollars on training as they aim for
performance improvement and return on investment. Therefore, organizations need to
address the different variables influencing training transfer. Chapter two discussed
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literature related to training transfer; it offered (a) two learning theories that serve as the
psychological background, (b) discussion of the variables influencing training transfer
and the studies that examined their influence on the level of transfer, and (c) implications
and suggestions for practitioners.
After reviewing literature and analyzing the results of this study, the researcher
found that both trainees’ characteristics and organizational climate influence the level of
training transfer, as well as each other. Therefore, before attending training,
organizations in general and supervisors in particular should:


Assess trainees’ perceptions of training, its utility and relatedness to work.
Trainees need to learn how training relates to their job performance. This
should be done as part of the training marketing process.



Assess trainees’ incentives to transfer and their alignment with organizational
goals and training objectives. The transfer environment can strengthen or
weaken the trainees’ motivation to transfer what they have learned; thus,
positive transfer environment should be promoted for better training transfer
and subsequent performance improvement.



Ensure trainees have developed and achieved work-related training goals and
allocate sufficient time for skill practice.



Involve supervisors, through the change agent or Training and Development, in
the design and content of the training before training is developed and
scheduled.



Reflect positive attitude toward training and promote the use of training
language and skills.
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Provide trainees with encouragement and training-related goals once they are
back on the job. Clear performance objectives allow trainees to know exactly
what they are expected to do.



Provide feedback, reinforcement, and clear reward system for using the new
skills.

Researcher’s Experience
Throughout this study, the researcher learned the importance of the literature
review in this topical area. The review of literature helped guide the researcher’s
thinking and the processes she undertook to analyze and evaluate the collected data. The
researcher gained necessary skills to identify, locate, and evaluate literature related to the
researcher’s areas of interest. The researcher also learned the steps required to
successfully conduct a research that involves human subjects. The researcher was
required to consider a significant number of issues, such as confidentiality, as she was
filling out the Institutional Review Board form. Additionally, the researcher learned the
importance of thinking ahead and anticipating possible problems and obstacles. For
example, the researcher had to consider the most suitable time for launching the survey
and the period through which it will remain accessible by targeted participants. The
researcher had to choose a certain period of time when a good response rate is
anticipated. However, the number of trainees who answered the survey questions was
limited and the researcher had to rely on the qualitative data to make sound results.
Another difficulty the researcher had to deal with is the burden of conducting a
mixed-methods research. The researcher had to first learn the pros and cons of both
quantitative and qualitative methods and the best ways to utilize both methods for the
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best data collection. The big challenge was for the researcher to develop the survey
questions and the interview questions and to make sure that they aligned with the
research variables and provided sufficient data to answer the research questions and test
the research hypotheses. In addition, the researcher needed to pilot test her survey
questions for clarity and usability, while also examining her interview questions for
alignment with survey questions. This last point was important because the researcher is
validating her survey questions through data collected from the interviews.
Managing time and meetings was a challenge the researcher had to overcome.
The researcher learned the significance of time management especially when it involves
other peoples’ time. During the period of interview scheduling, the researcher had to go
back and forth to find a suitable time that suits both her busy schedule and the
interviewees’ full timetables. The researcher came to conclude that time management is
a necessary skill for successful completion of the current study and any prospective
research.
Once data were collected, the researcher was faced by another challenge; moving
forward and backward between the two data collection methods, analyzing data, and
making inferences to answer the research questions. It was challenging to transcribe the
interviews, have the interviewees do the member checks, and compare and contrast
interview results to those obtained from the survey. This research experience was full of
learning opportunities where the researcher had to explore new skills and improve upon
acquired ones.
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Conclusion
The present study highlights the importance of trainees’ positive perceptions of
training and incentives to transfer in maximizing training transfer. The literature review
of this study provides different applications and practices that are believed to improve
positive perceptions of training and increase trainees’ incentives to transfer skills learned
in training. In addition, the study findings emphasize the role supervisory support plays
in encouraging transfer of newly learned knowledge to the jobs. Other recent research
has focused on different actions which supervisors can take to increase training transfer,
including sharing goal-setting strategies with trainees, developing positive climate for
skill transfer, and providing opportunities to practice the new skills. Together, trainees’
characteristics and organizational climate should be considered when developing
strategies for improving training transfer.
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Appendix A
Site Coordinator Letter of Permission
September 20, 2011

Institutional Review Board
James Madison University
MSC 5728
JMAC-6, Suite 26
Harrisonburg, VA 22807

Dear Institutional Review Board,
I hereby agree to allow Sukaynah Alsaleem, a graduate student from James Madison
University to conduct her research at James Madison University; Training and
Development Department. I understand that the purpose of the study is to examine the
influence of trainees’ characteristics and organizational climate on training transfer.
By signing this letter of permission, I am agreeing to the following:
JMU researcher has permission to be on the premises of the training department and
to have access to the training department employees in order to administer her survey and
conduct interviews.
JMU researcher has access to the data collected to perform the data analysis both for
presentation to the Training and Development Department/or for publication purposes.

Sincerely,

Jennifer Testa
Director of Training and Development Department, JMU
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Appendix B
“Web”/ “Email” Cover Letter (used in anonymous research)
Identification of Investigators & Purpose of Study
You are being asked to participate in a research study conducted by Sukaynah Alsaleem a
graduate student from James Madison University. The purpose of this study is to
investigate the influence of trainees’ characteristics and organizational climate on training
transfer. This study will contribute to the researcher‘s completion of thesis to obtain a
Masters Degree. Please read this form carefully and ask any questions you may have
before agreeing to take part in this study.

Research Procedures
This study consists of an online survey that will be administered to individual participants
through email. You will be asked to provide answers to a series of questions related to
your personal characteristics as a trainee and the experiences related to your
organizational climate.

Time Required
Participation in this study will require approximately 10 minutes of your time.

Risks
The investigator does not perceive more than minimal risks from your involvement in
this study.

Benefits
By participating in this study, there are no direct benefits for you, as the participant.
Findings from this research will benefit the university better improve the effectiveness of
their training efforts in terms of training transfer.

Confidentiality
The results of this research will be presented at James Madison University during a thesis
defense with three James Madison University professors present. While individual
responses are anonymously obtained and recorded online through the Qualtrics software,
data is kept in the strictest confidence. No identifiable information will be collected from
the participant and no identifiable responses will be presented in the final form of this
study. All data will be stored in a secure location only accessible to the researcher. The
researcher retains the right to use and publish non-identifiable data. At the end of the
study, all records will be shredded. Final aggregate results will be made available to
participants upon request.
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Participation & Withdrawal
Your participation is entirely voluntary. You are free to choose not to participate. Should
you choose to participate, you can withdraw at any time without consequences of any
kind. However, once your responses have been submitted and anonymously recorded you
will not be able to withdraw from the study.
Questions about the Study
If you have questions or concerns during the time of your participation in this study, or
after its completion or you would like to receive a copy of the final aggregate results of
this study, please contact:

Sukaynah Alsaleem

Dr. Jane Thall

Adult Education/ Human

Learning Technology and Leadership Education

Resource Development

James Madison University

James Madison University

Telephone: (540) 568- 5531

alsalesa@dukes.jmu.edu

thalljb@jmu.edu

Questions about Your Rights as a Research Subject
Dr. David Cockley
Chair, Institutional Review Board
James Madison University
(540) 568-2834
cocklede@jmu.edu

Giving of Consent
I have been given the opportunity to ask questions about this study. I have read this
consent and I understand what is being requested of me as a participant in this study. I
certify that I am at least 18 years of age. By clicking on the link below, and completing
and submitting this anonymous survey, I am consenting to participate in this research.
By participating in this survey, you can choose to be considered for a raffle for two $ 20
vouchers that is valid at any dining hall in JMU. Should you choose to participate in the
raffle by the end of this survey, you will be directed to a Google form where you can
provide your e-mail. The e-mail will not be linked to your responses in anyway.
By clicking on this link, I give my consent to participate in this study
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http://jmu.qualtrics.com/SE/?SID=SV_abMXpS5mMP7ffFy
Sukaynah Alsaleem
Name of Researcher (Printed)

11/28/2011
Date
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Appendix C
Survey Questions
http://jmu.qualtrics.com/SE/?SID=SV_abMXpS5mMP7ffFy
Welcome to the survey:
Influence of Trainees’ Characteristics and Organizational Climate on Training
Transfer

This survey has been created to study the influence of trainees’ characteristics and the
organizational climate on training transfer. You are being asked to participate in this
study because you attended the training sessions on customer service skills. You will be
asked a series of questions pertaining to your perception of the training program you
attended, your incentives to transfer what you learned in training to your job
performance, the level of supervisory support you receive when attempting to try new
skills, and the amount of actual training transfer to your job.
Please Note: You will not be able to return to a previous page once you have moved on.

Thank you for participating in this study. Should you choose to participate in the raffle by
the end of this survey, you will be directed to a Google form where you can provide your
e-mail. The e-mail will not be linked to your responses in anyway.

This survey will remain open until December 23, 2011.

Your responses will be recorded until June 30, 2012.
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The following set of questions asks about demographic information pertaining to
gender, educational level, and employment tenure.
What is your sex?
o Male
o Female
What is your highest level of education?
o Some high school
o High school degree
o Technical degree
o Some college
o Associate degree
o Four-year college degree
o Some graduate work
o Graduate degree
How long have you worked at JMU?
o 1-4 years
o 5-8 years
o 9-12 years
o 13-16 years
o More than 16 years
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What department are you employed in? What type of position do you hold in your
department?

Perception of Training
The following set of statements pertains to your PRE-TRAINING perceptions about
the training you attended on customer service skills. Please rate each item from
strongly agree to strongly disagree.
1- Before attending training, I thought the customer service skills training could have
a positive impact on my job.
Strongly agree- agree- disagree-strongly disagree
2- Before attending training, I thought the training was going to be a waste of my
time.
Strongly agree- agree- disagree-strongly disagree
3- Before attending training, I thought the training was going to be directly related to
my job requirements
Strongly agree- agree- disagree-strongly disagree
4- Before attending training, I thought I would be able to use the training skills
throughout my career.
Strongly agree- agree- disagree-strongly disagree
5- Before attending training, I thought the training would improve my customer
service skills.
Strongly agree- agree- disagree-strongly disagree
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Incentives to Transfer
The following set of statements pertains to your perceived benefits from attending
training and your incentives to transfer the newly learned skills. Please rate each
item from strongly agree to strongly disagree.
1- I participate in training because it provides me with skills that allow me to be
more effective on the job.
Strongly agree, agree, disagree, strongly disagree
2- I participate in training because it helps me receive rewards equal to those of my
coworkers.
Strongly agree, agree, disagree, strongly disagree
3- I participate in training because it increases my opportunities to advance in my
organization.
Strongly agree, agree, disagree, strongly disagree
4- Training is a means to accomplish my career goals.
Strongly agree, agree, disagree, strongly disagree
5- Training helps me meet my work goals.
Strongly agree, agree, disagree, strongly disagree
6- I apply what I learned in the customer service training because it helps improve
my performance.
Strongly agree- agree- disagree-strongly disagree
7- After I completed training and returned to my job, I wanted to apply what I
learned in training.
Strongly agree- agree- disagree-strongly disagree
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Supervisory Support
The following set of statements measure your supervisor’s support for training.
Please rate each item from strongly agree to strongly disagree.
1- My supervisor views training as an important tool for performance improvement.
Strongly agree- agree- disagree-strongly disagree
2- My supervisor supports my participation in training programs.
Strongly agree- agree- disagree-strongly disagree
3- My supervisor discusses training goals with me.
Strongly agree- agree- disagree-strongly disagree
4- My supervisor supports the transfer of knowledge and skills learned in training to
my job.
Strongly agree- agree- disagree-strongly disagree
5- My supervisor is tolerant of change that I initiate as a result of learning new skills
in training.
Strongly agree- agree- disagree-strongly disagree
6- My supervisor allows me to practice my new learned skills on the job.
Strongly agree- agree- disagree-strongly disagree
7- My supervisor offers feedback on my application of newly learned skills.
Strongly agree- agree- disagree-strongly disagree
8- My supervisor is interested in my development as an employee.
Strongly agree- agree- disagree-strongly disagree
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Training Transfer
The following questions and statements measure the amount of newly learned skills
that you have transferred to your job. Please rate each item from strongly agree to
strongly disagree.
1- I had the opportunity to transfer skills learned in the customer service training to
my job.
Strongly agree-agree-disagree-strongly disagree
2- I transferred some of the newly learned skills to my job.
Strongly agree- agree- disagree-strongly disagree
Please answer the following open-ended question
3- Please provide work examples where you applied the training content

4- How committed are you to transfer the newly learned skills to the workplace?
Why?
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Appendix D
Interview Consent Form (Used in Confidential Research)

Identification of Investigators & Purpose of Study
You are being asked to participate in a research study conducted by Sukaynah Alsaleem
from James Madison University. The purpose of this study is to investigate the influence
of trainees’ characteristics and organizational climate on training transfer. This study will
contribute to the researcher’s completion of her thesis, a requirement for her to obtain a
Master’s degree.

Research Procedures
Should you decide to participate in this research study, you will be asked to sign this
consent form once all your questions have been answered to your satisfaction. This
portion of the study comprises a semi-structured interview. You will be asked to provide
answers to a series of questions related to your perceptions of your subordinates’
performance after attending training sessions. The interview will be voice recorded with
your permission.

Time Required
Participation in this study will require 20-30 minutes of your time.

Risks
The investigator does not perceive more than minimal risks from your involvement in
this study.

Benefits
By participating in this study, there are no direct benefits for you, as the participant.
Findings from this research will benefit the university better improve the effectiveness of
their training efforts in terms of training transfer.

Confidentiality
The results of this research will be presented during a thesis defense with three James
Madison University professors present. Individual responses will be obtained
confidentially and recorded by the researcher using a voice recorder. Data will be
represented as averages or generalizations about the responses as a whole. The data
collected during the interview will be kept in a locked file cabinet at James Madison
University, College of Education, Memorial Hall and then destroyed after June 30th,
2012. All true name data will be masked to ensure confidentiality. No identifiable
demographic information will be collected from the participant and no identifiable
responses will be presented in the final form of this study. All data will be stored in a
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secure location only accessible to the researcher. The researcher retains the right to use
and publish non-identifiable data. At the end of the study, all voice recorded data will be
destroyed at the conclusion of the thesis period (June 30th, 2011). Final aggregate results
will be made available to participants upon request.

Participation & Withdrawal
Your participation is entirely voluntary. You are free to choose not to participate. Should
you choose to participate, you can withdraw at any time without consequences of any
kind.

Questions about the Study
If you have questions or concerns during the time of your participation in this study, or
after its completion or you would like to receive a copy of the final aggregate results of
this study, please contact:

Sukaynah Alsaleem

Dr. Jane Thall

Adult Education/

Learning Technology and

Human Resource Development

Leadership Education

James Madison University

James Madison University

alsalesa@dukes.jmu.edu

Telephone: (540) 568- 5531
thalljb@jmu.edu

Questions about Your Rights as a Research Subject
Dr. David Cockley
Chair, Institutional Review Board
James Madison University
(540) 568-2834
cocklede@jmu.edu

Giving of Consent
I have read this consent form and I understand what is being requested of me as a
participant in this study. I freely consent to participate. I have been given satisfactory
answers to my questions. The investigator provided me with a copy of this form. I certify
that I am at least 18 years of age.
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I give consent to be (video/audio) taped during my interview. ________ (initials)

______________________________________
Name of Participant (Printed)
______________________________________ ______________
Name of Participant (Signed) Date
______________________________________ ______________
Name of Researcher (Signed) Date
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Appendix E
Interview Questions
1- How would you describe your organizational climate? (Ice breaker)
2- How do you view training programs in your organization?
3- How do you develop training goals and plans with your subordinates?
4- How often do you expect your subordinates to attend training sessions?
5- How do you measure the impact of the training your subordinates undergo?
a. Application on the job?
b. Practicing newly acquired skills?
c. Tolerance for mistakes?
6- What level of improvement does your subordinates’ performance show as a result
of attending training?
7- What benefit do you believe your department gained as a result of subordinates
attending training?
8- Do you believe that your organizational climate promotes transfer of new
learning?
9- Do you have anything else to add that relates to our topic?
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Appendix F: Coded Qualitative Data (Excerpt)
Coding System

Trainees’ Characteristics
1) Perceptions of Training
 Positive



2)

Negative
Utility
Relatedness to Work
Incentives to Transfer

Interviewee # 1
“I have received positive feedback about their experiences over there”

“It’s first of all really fun job to have”
“You sort of believe in the in the cause”
“They have some personal motivation”
“Folks who are younger and newer to the field are very excited about training opportunities”
“I’ve older employees work for me a lot of tome it is just checking the box. I have to have hours of
professional development so what class am I gonna take this time?”




Equity
Expectancy



Goal Setting

“and certainly feel that the more they can acquire..you know skills wise, that will help them more
down the road”
“They are ambitious in their goals for careers”
“I think the certificate meant a lot to her”
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Organizational Climate
(Supervisory Support)
1) Providing Feedback
 Verbal Feedback




Written Feedback
Reason for Providing
Feedback

2) Involvement

Interviewee # 1
“Most of it is verbal”
“, it’s a big: hay great job on that; that was umm.. a great way that you handled that upset
alarm”..um you know” I love the way that you did that presentation”
“Occasionally, I would send someone an email”
“.. I hope that it boosts the m up and makes them feel that their extra effort was worthwhile”
“hope that it um shows them the kind of things that I’m interested in seeing”
“Working with me”
“Our group is really a team”







Participative GoalSetting

“we also talk about the training and development that they participated in…..then, we create goals
for what they should be doing”

Opportunity to Practice
and Support for Change

“Then we come up with a mutual plan”
“learn from what..from how we did something and make a few adjustments and make it better for
next year”

Coaching and
Involvement

“I hope that’s a supportive environment for that kind of change”
“ working as a team and being very c
collaborative”
“I hope that um..I am a good coach”
“ I encourage everyone in my staff to attend training”
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Reason for Involvement

“ In the department…requires four hours of professional development per month”
“My job is to hire the best possible people and to help them work through any road blocks that they
have”
“.. I just encourage people to grow as much as possible. That’s sort of you know…..It is my mission
statement actually”
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Training Transfer
1) Intent to Apply
2) Application of Learned
Skills
3) Level of Transfer

Interviewee # 1
“I think that she certainly transferred skills from each one of those”
“I think better performance”
“I think that just helped..um expand their skills and um..aaa be better at what they do”

4) Measuring Transfer
Level

“Every year they have evaluations”
“It’s kinda subjective to say : yes there is improvement”
“I would be able to see that they had attended it because it goes into their system……hopefully, we
have seen some improvement in them”
“It might not be just my..um evaluation. Other people in our office might have some feelings about
how things could be improved”
“It might be that I heard one side of the conversation”
“It might be someone sending in a note”

5) Example of Skill
Application

“There is not a probably a formal assessment”
“Phone etiquette or email etiquette”
“ turn a difficult conversation to a not so difficult conversation”
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Appendix (G-1)
The following statements pertain to your PRE-TRAINING perceptions about the training you attended on customer service
skills. Please rate each item from strongly agree to strongly disagree.
1. Before attending training, I thought that customer service skills training could have a positive impact on my job.
#

Answer

Response

%

1

Strongly Agree

15

60%

2

Agree

10

40%

3

Disagree

0

0%

4

Strongly
Disagree

0

0%

Total

25

100%

Statistic

Value

Min Value

1

Max Value

2

Mean

1.40

Variance
Standard Deviation

0.25
0.50

Total Responses

25

128

129

2. Before attending training, I thought that training was going to be a waste of my time.
#
1

Answer
Strongly Agree

Response
0

%
0%

2

Agree

0

0%

3

Disagree

17

68%

4

Strongly
Disagree

8

32%

Total

25

100%

Statistic
Min Value

Value
3

Max Value

4

Mean

3.32

Variance

0.23

Standard Deviation

0.48

Total Responses

25

129

130

3. Before attending training, I thought that training was going to be directly related to my job requirements.
#
1

Answer
Strongly Agree

Response
4

%
16%

2

Agree

16

64%

3

Disagree

5

20%

4

Strongly
Disagree

0

0%

Total

25

100%

Statistic
Min Value

Value
1

Max Value

3

Mean

2.04

Variance

0.37

Standard Deviation

0.61

Total Responses

25

130

131

4. Before attending training, I thought I would be able to use the training skills throughout my career.
#
1

Answer
Strongly Agree

Response
10

%
40%

2

Agree

15

60%

3

Disagree

0

0%

4

Strongly
Disagree

0

0%

Total

25

100%

Statistic
Min Value

Value
1

Max Value

2

Mean

1.60

Variance

0.25

Standard Deviation

0.50

Total Responses

25

131

132

5. Before attending training, I thought that training would improve my customer service skills.
#
1

Answer
Strongly Agree

Response
10

%
40%

2

Agree

15

60%

3

Disagree

0

0%

4

Strongly
Disagree

0

0%

Total

25

100%

Statistic
Min Value

Value
1

Max Value

2

Mean

1.60

Variance

0.25

Standard Deviation

0.50

Total Responses

25

132

133

Appendix (G-2)
The following set of statements pertains to your perceived benefits from attending training and your incentives to transfer
newly learned skills to your job. Please rate each item from strongly agree to strongly disagree.
1. I participate in training because it provides me with skills that allow me to be more effective on the job.
#

Answer

Response

%

1
2

Strongly Agree
Agree

13
12

52%
48%

3

Disagree

0

0%

4

Strongly
Disagree

0

0%

Total

25

100%

Statistic
Min Value
Max Value

Value
1
2

Mean

1.48

Variance

0.26

Standard Deviation

0.51

Total Responses

25

133

134

2. I participate in training because it helps me receive rewards equal to those of my coworkers.
#
1

Answer
Strongly Agree

Response
2

%
8%

2

Agree

5

20%

3

Disagree

14

56%

4

Strongly
Disagree

4

16%

Total

25

100%

Statistic
Min Value

Value
1

Max Value

4

Mean

2.80

Variance

0.67

Standard Deviation

0.82

Total Responses

25

134

135

3. I participate in training because it increases my opportunities to advance in my organization.
#
1

Answer
Strongly Agree

Response
2

%
8%

2

Agree

17

68%

3

Disagree

5

20%

4

Strongly
Disagree

1

4%

Total

25

100%

Statistic
Min Value

Value
1

Max Value

4

Mean

2.20

Variance

0.42

Standard Deviation

0.65

Total Responses

25

135

136

4. Training is a means to accomplish my career goals.
#
1

Answer
Strongly Agree

Response
4

%
16%

2

Agree

20

80%

3

Disagree

1

4%

4

Strongly
Disagree

0

0%

Total

25

100%

Statistic
Min Value

Value
1

Max Value

3

Mean

1.88

Variance

0.19

Standard Deviation

0.44

Total Responses

25

136

137

5. Training helps me meet my work goals.
#
1

Answer
Strongly Agree

Response
6

%
24%

2

Agree

19

76%

3

Disagree

0

0%

4

Strongly
Disagree

0

0%

Total

25

100%

Statistic
Min Value

Value
1

Max Value

2

Mean

1.76

Variance

0.19

Standard Deviation

0.44

Total Responses

25

137

138

6. I apply what I learned in the customer service training because it helps improve my performance.
#
1

Answer
Strongly Agree

Response
7

%
28%

2

Agree

15

60%

3

Disagree

2

8%

4

Strongly
Disagree

1

4%

Total

25

100%

Statistic
Min Value

Value
1

Max Value

4

Mean

1.88

Variance

0.53

Standard Deviation

0.73

Total Responses

25

138

139

7. After I completed training, I wanted to apply what I learned during customer service training.
#
1

Answer
Strongly Agree

Response
6

%
24%

2

Agree

17

68%

3

Disagree

1

4%

4

Strongly
Disagree

1

4%

Total

25

100%

Statistic
Min Value

Value
1

Max Value

4

Mean

1.88

Variance

0.44

Standard Deviation

0.67

Total Responses

25

139

140

Appendix (G-3)
The following statements measure your perception of your supervisor’s support for training. Please rate each item from
strongly agree to strongly disagree.
1. My supervisor views training as an important tool for performance improvement.
#

Answer

Response

%

1
2

Strongly Agree
Agree

12
12

48%
48%

3

Disagree

1

4%

4

Strongly
Disagree

0

0%

Total

25

100%

Statistic
Min Value
Max Value

Value
1
3

Mean

1.56

Variance

0.34

Standard Deviation

0.58

Total Responses

25

140

141

2. My supervisor supports my participation in training programs.
#
1

Answer
Strongly Agree

Response
13

%
52%

2

Agree

12

48%

3

Disagree

0

0%

4

Strongly
Disagree

0

0%

Total

25

100%

Statistic
Min Value

Value
1

Max Value

2

Mean

1.48

Variance

0.26

Standard Deviation

0.51

Total Responses

25

141

142

3. My supervisor discusses training goals with me.
#
1

Answer
Strongly Agree

Response
7

%
28%

2

Agree

8

32%

3

Disagree

10

40%

4

Strongly
Disagree

0

0%

Total

25

100%

Statistic
Min Value

Value
1

Max Value

3

Mean

2.12

Variance

0.69

Standard Deviation

0.83

Total Responses

25

142

143

4. My supervisor supports the application of new knowledge and skills learned during customer service training sessions to
my job.
#

Answer

Response

%

1

Strongly Agree

9

36%

2
3

Agree
Disagree

14
2

56%
8%

4

Strongly
Disagree

0

0%

Total

25

100%

Statistic

Value

Min Value

1

Max Value
Mean

3
1.72

Variance

0.38

Standard Deviation

0.61

Total Responses

25

143

144

5. My supervisor is tolerant of change that I initiate as a result of learning new skills in training.
#
1

Answer
Strongly Agree

Response
5

%
20%

2

Agree

18

72%

3

Disagree

2

8%

4

Strongly
Disagree

0

0%

Total

25

100%

Statistic
Min Value

Value
1

Max Value

3

Mean

1.88

Variance

0.28

Standard Deviation

0.53

Total Responses

25

144

145

6. My supervisor allows me to practice my newly learned skills on the job.
#
1

Answer
Strongly Agree

Response
5

%
20%

2

Agree

19

76%

3

Disagree

1

4%

4

Strongly
Disagree

0

0%

Total

25

100%

Statistic
Min Value

Value
1

Max Value

3

Mean

1.84

Variance

0.22

Standard Deviation

0.47

Total Responses

25

145

146

7. My supervisor offers feedback on my application of newly learned skills.
#
1

Answer
Strongly Agree

Response
3

%
12%

2

Agree

12

48%

3

Disagree

9

36%

4

Strongly
Disagree

1

4%

Total

25

100%

Statistic
Min Value

Value
1

Max Value

4

Mean

2.32

Variance

0.56

Standard Deviation

0.75

Total Responses

25

146

147

8. My supervisor is interested in my development as an employee.
#
1

Answer
Strongly Agree

Response
9

%
36%

2

Agree

14

56%

3

Disagree

2

8%

4

Strongly
Disagree

0

0%

Total

25

100%

Statistic
Min Value

Value
1

Max Value

3

Mean

1.72

Variance

0.38

Standard Deviation

0.61

Total Responses

25

147

148

Appendix (G-4)
The following questions and statements measure the degree to which you transferred the newly learned skills to your
job. Please rate each item from strongly agree to strongly disagree.
1. I had the opportunity to transfer skills learned in the customer service training to my job.
#

Answer

Response

%

1
2

Strongly Agree
Agree

6
15

24%
60%

3

Disagree

3

12%

4

Strongly
Disagree

1

4%

Total

25

100%

Statistic
Min Value
Max Value

Value
1
4

Mean

1.96

Variance

0.54

Standard Deviation

0.73

Total Responses

25

148

149

2. I transferred some of the newly learned skills to my job.
#
1

Answer
Strongly Agree

Response
5

%
20%

2

Agree

17

68%

3

Disagree

2

8%

4

Strongly
Disagree

1

4%

Total

25

100%

Statistic
Min Value

Value
1

Max Value

4

Mean

1.96

Variance

0.46

Standard Deviation

0.68

Total Responses

25

149

150

Appendix (H)
Coding question # 27: Please provide work examples in which you applied the training content.
Using Tools Learned
in Training

Improvement in Customer Service Skills

Dealing with Co-Workers

“I supervise many
student employees and
use the tools that I have
learned to teach them”

“offering responses and service to faculty in
a timely manner as if they were the only
faculty I worked for :)”

“I have used DISC training to
help me better understand
coworkers and how they deal
with situations”

“Communication with clients”
“I also use the
Creativity and Problem
Solving training daily.
I remind myself to
think outside the box.”

“Conversations and responses to users of the
Application I support”
“I help people connect to library resources
from off campus, among other things. The
customer service training helps me respond
to the calls/emails in a timely, polite,
professional manner when people are
frustrated with technology not working.”
“cheerfulness, making sure I know of
customer concerns, making sure of team
participation in changes.”
“Telephone manner improvement People
skills”

None

General

“None that I
can think of.”

“My
General
Language
has been
cemented.”

“The training
content was
“Organizational skill and
not helpful. I
Stress management”
did not learn
anything
“with co-workers , to get them new.”
to do something( cleaning)”
“I really
“I use the LEAD training as
didn't learn
the leader of a collaborative
anything new
group of 7 people.”
at the
training.”
“speaking to employees one
on one”
“No, thank
you.”
“I don't
recall.”
“NA”

“Some of the personality training I have
received has helped me to see what makes
150
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other people tick and how to work with them
more effectively. My customer service
training has taught me how to deal with
everyday customers and support my
department with respect that is shown.”
“Working with outside vendors”
“Dealing with difficult people, time
management”
“Being more courteous and polite, going the
extra mile to make customers happy,
following through when I say I will.”
“Daily Customer interaction”
“How to deal with customers on the phone
and when they come in and aren't exactly
happy with things, like having no place to
park.”
“Talking face to face with an angry customer
and resolving it peacefully”

151

152

Coding question # 28: How committed are you to transfer newly learned skills to the workplace? Why?
Very Committed

Committed

“Very, because I can use them as well as my
students”

“I think we can always improve our skills
to better suit today.”

“very committed because I believe being
more efficient improves the workplace
environment and makes for a more
productive workplace

“I like to learn new things and share with
others if it will help them”
“I apply skills as appropriate, to improve
service and efficiency.”

“Very. Because it helps with positive
working relationships and accomplishment of “I am committed to transferring skills to the
tasks and services to users.”
workplace because they usually help me to
be a better employee/person somehow.
“Very. I feel it is my job to ensure that the
However, for this particular customer
mission of the university is supported by the service training, I did not learn any skills to
members of my team, and that the customer
transfer.”
service we provide is a direct reflection of
the goals of the department and of the
“I want to use my learned skills as much as
university.”
possible mostly because they are usually
new to me and I've never used them before.
“I thoroughly enjoy working on applying
I want to see if what they claim is true - that
new skills, particularly customer service
the skills will assist with customer service
skills, but I did not learn anything new at this and the customer's attitude about my
workshop.”
department.”
“Very committed - to continually improve in

Relatively/Somewhat
Committed
“Relatively
committed. My
department mainly
provides services to
internal library
employees. We don't
deal with the public
often, but even when
working for and with
coworkers, we try to
use the customer
service skills we were
taught.”

No
Commitment
(Impeded)
“It is hard to
change habits
especially
when my
coworkers do
no participate
in the same
trainings”

“Some what because
now i have workers
that understand that
you have to clean or
you will be jumped on
or wrote up”

“I like to perform my job to the best of my
152

153

my position.”
“Very. We employee student workers and its
important to share these skills with them.”

ability. That does not mean to keep doing
the same things the same way over and
over. If there is a better, more efficient and
practical way to do something, I want to
learn it and see if it increases my
effectiveness in my position.”

“100% -there is a need to have very good
customer service anytime you may work with
people, the public or employees.”
“I am committed to incorporating fresh
ideas into my daily routine. Especially if
“Very committed. It helps improve customer the new skills will improve efficiency and
relations on the job as well as in the
communication.”
community. It is important for successful
business relationships.”
“I am committed to transferring new skills,
but the training included things I already
do.”
“Very committed. It is important to me to do
a great jon and serve my customers to the
“I think it will directly impact our dept.”
best of my ability.”
“I believe that any training, dealing with
“Very committed when skills learned benefit Customer Service is a good thing. I enjoy
my program”
hearing about others who have encountered
difficult customers and how they apply
“Very, customers are the ones we always try their skills/training to dealing with them. I
to make happy”
am someone who does not like
confrontation so it in turn helps me to better
know how to deal with them. I enjoy the
classes tremendously!”

153

154

References
Adams, J. (1963). Toward an Understanding of Inequity. Journal of Abnormal and Social
Psychology, 67, 422–436.
Adcock, R. & Collier, D. (2001). Measurement Validity: A Shared Standard for
Qualitative and Quantitative Research. American Political Science Review, 95
(3), 529- 546.
Aguinis, H., & Kraiger, K. (2009). Benefits of Training and Development for Individuals
and Teams, Organizations, and Society. The Annual Review of Psychology, 60,
451-474. Retrieved June 15, 2010, from arjournals.annualreviews.org.
Doi: 10.1146/annurev.psych.60.110707.163505
Arthur Jr, W., Bennett, W., Edens, P.S., & Bell, S. T. (2003). Effectiveness of Training
in Organizations: A Meta- Analysis of Design and Evaluation Features. Journal
of Applied Psychology, 88 (2), 234- 245. Retrieved May 31, 2010, from
PsycARTICLES.
Axtell, C., Maitlis, S., & Yearta, s. (1997). Predicting Immediate and Longer-Term
Transfer of Training. Personnel Review, 26 (3), 201-213.
Baldwin, T. T., & Ford, J. K. (1988). Transfer of Training: A Review and Directions for
Future Research. In a Schneier, C., Russel, C., Beatty, R., & Baird, L. The
Training and Development Sourcebook (PP. 180-206). Amherst, Massachusetts:
Human Resource Development Press, Inc.

155

Baldwin, T., Magjuka, R., & Loher, B. (1991). The Perils of Participation: Effects of
Choice of Training on Training Motivation and Learning. Personnel Psychology,
44, 51- 65.
Bandura, A. (1977). Social Learning Theory. Englewood Cliffs, N.J: Prentice-Hall, Inc.
Bandura, A. (1981). Cultivating Competence, Self-Efficacy, and Intrinsic Interest
Through Proximal Self-Motivation. Journal of Personality and Social
Psychology, 41 (3), 586- 598. Retrieved September 3, 2011, from Carrier
Library.
Bandura, A. (1978). The Self System in Reciprocal Determinism. American
Psychologist, 33 (4), 344- 358. Retrieved September 2, 2011, from Sage
publications.
Bandura, A. (2001). Social Cognitive Theory: An Agentic Perspective. Annual Review
Psychology, 52, 1- 26. Retrieved September 6, 2011, from Annual Reviews.
Behling, O., & Starke, F. (1973). The Postulates of Expectancy Theory. Academy of
Management Journal, 16, 373-388.
Binning, J. & Barrett, G. (1989). Validity of Personnel Decisions: A Conceptual Analysis
of the Inferential and Evidential Bases. Journal of Applied Psychology, 74 (3),
478- 494.
Brinkerhoff, R. O., & Montesino, M. U. (1995). Partnerships for Training Transfer:
Lessons from a Corporate Study. Human Resource Development Quarterly, 6 (3),
263-274.

156

Broad, M. L. (1997). Overview of Transfer of Training: From Learning to Performance.
Performance Improvement Quarterly, 12 (2), 7-21. Retrieved May 29, 2010,
from ERIC.
Broad, M. L., & Newstrom, J. W. (1992). Transfer of Training: Action-Packed
Strategies to Ensure High Payoff from Training Investment. Library of
Congress: Da Capo Press.
Brookfield, S. D. (1988). Understanding and Facilitating Adult Learning. School
Library Media Quarterly, 16 (2), 99-105. Retrieved September 12, 2011, from
Carrier Library.
Bunch, K. (2007). Training Failure as a Consequence of Organizational Culture. Human
Resource Development Review, 6 (2), 142-163.
Burke, L. A., & Baldwin, T. T.(1999). Workforce Training Transfer: A Study of the
Effect of Relapse Prevention Training and Transfer Climate. Human Resource
Management, 38(3), (pp. 227- 242).
Burke, L., & Hutchins, H. (2007). Training Transfer: An Integrative Literature Review.
Human Resource Development Review, 6 (3), 263-296.
Chen, H., Holton, E. F., & Bates. (2006). Situational and Demographic Influences
on Training System Characteristics in Organizations. Performance Improvement
Quarterly,19 (3), 7- 25. Retrieved May 30, 2010, from ERIC.

157

Cheng, E. W., & Ho, D. (2001). A Review of Transfer of Training Studies in the
Past Decade. Personnel Review, 30, 102- 115. Retrieved May 31, 2010, from
ERIC.
Clark, C., Dobbins, G., & Ladd, R. (1993). Exploratory Field Study of Training
Motivation. Group and Organization Management, 18, 292–307.
Cone, J. & Foster, S. (2006). Dissertations and Theses from Start to Finish (2nd ed.).
Washington, D.C.: American Psychological Association.
Creswell, J. (2009). Research Design: Qualitative, Quantitative, and Mixed-Methods
Approach (3rd ed.). Thousand Oaks, California: Sage Publications, Inc.
Cromwell, S., & Kolb, J. (2004). An Examination of Work-Environment Support Factors
Affecting Transfer of Supervisory Skills Training to the workplace. Human
Resource Development Quarterly, 15 (4), 449-467.
Denzin, N. & Lincoln, Y. (2000). Handbook of Qualitative Research (2nd ed.). Thousand
Oaks, California: Sage Publication, Inc.
DeRouin, R. E., Fritzsche, B. A., & Salas, E. (2005). E- Learning in Organizations.
Journal of Management, 31. DOI: 10.1177/0149206305279815.
Donovan, P., Hannigan, K., & Crowe, D. (2001). The Learning Transfer System
Approach to Estimating the Benefits of Training: Empirical Evidence. Journal of
European Industrial Training, 221-228. Retrieved May 31, 2010, from
ABI/INFORM Global

158

Dutkowsky, S. (2011). Trends in Training and Development: The New Economy,
Training in U.S. Companies, Who Does The Training In Corporations? State
University.Com. Retrieved September 8, 2011, from
http://careers.stateuniversity.com/pages/852/Trends-in-TrainingDevelopment.html#ixzz1XOUh7cEv
Facteau, J., Dobbines, G., Russell, J., Ladd, R., & Kudisch, J. (1995). The Influence of
General Perception of the Training Environment on Pretraining Motivation and
Perceived Training Transfer. Journal of Management, 21, 1-25. Retrieved June
1, 2010, from PsycARTICLES.
Fehr, E., & Schmidt, K. (1999). A Theory of Fairness, Competition, and Cooperation.
The Quarterly Journal of Economics, 114 (3), 817-868.
Ford, J., Quinones, M., Sego, D., & Sorra, J. (1992). Factors Affecting the Opportunity
to Perform Trained Tasks on the Job. Personnel Psychology, 45, 511–527.
Fraenkel, J. R., & Wallen, N. E. (2009). How to Design and Evaluate Research in
Education. New York, NY: McGraw-Hill Higher Education.
Gresham, L. (2010). Bending, not Breaking; Training Budgets Weather Early Recession
Storms. Employee Benefit News. Washington, 24 (3), Pg. 12. Retrieved June 2,
2010, from ERIC.
Hartree, A. (1984). Malcolm Knowles’ Theory of Andragogy: A Critique. International
Journal of Lifelong Education, 3 (3), 203-210. Retrieved September 7, 2011,
from Carrier Library.

159

Heneman, H., & Schwab, D. (1972). Evaluation of Research on Expectancy Theory
Predictions of Employee Performance. Psychological Bulletin, 78, 1-9
Holton, E. F. (1996). The Flawed Four-Level Evaluation Model. Human Resource
Development Quarterly, 7, 5- 21. Retrieved May 28, 2010, from ABI/INFORM
Global.
Holton, E. F., Bates, R. A., & Ruona, W. E. A. (2000). Development of a Generalized
Learning Transfer System Inventory. Human Resource Development Quarterly,
11 (4), 333- 360. Retrieved May 29, 2010, from ABI/INFORM Global.
Holton, E. F., & Baldwin, T. T. (2003). Making Transfer Happen: An Action
Perspective on Learning Transfer Systems. Improving Learning Transfer in
Organizations (pp. 3-15). San Francisco, CA: John Wiley & Sons.
Hucznyski, A. A., & Lewis, J. W. (1980). An Empirical Study into the learning Transfer
Process in Management Training. The Journal of Management Studies, 17 (2),
227- 240. Retrieved June 2, 2010, from Google Scholar.
Huseman, R., Hatfield, j., & Miles, E. (1987). A New Perspective on Equity Theory:
The Equity Sensitivity Construct. Academy of Management Review, 12 (2),
222-234.
Isidore, C. (2008). Recession Is Here. CNNMoney.com. Retrieved June 9,2010, from
http://money.cnn.com/2008/02/05/news/economy/recession/index.htm
Jick, T. (1979). Mixing Qualitative and Quantitative Methods: Triangulation in Action.
Administrative Science Quarterly, 24 (4), 602- 611.

160

James Madison University Training and Development Department. (2001). New 2011
Workshops/ New 2012 Workshops (Webpage). Retrieved from
http://www.jmu.edu/training/development/
Karl, k., & Ungsrithong, D. (1992). Effects of Optimistic Versus Realistic Previews of
Training Programs on Self-Reported Transfer of Training. Human Resource
Development Quarterly, 3 (4), 373- 384.
Kirkpatrick, D. L. (1998). Evaluating Training Programs: The Four Levels. San
Francisco, CA: Berrett-Koehler Publishers, Inc. Retrieved May 31, 2010, from
Google Books.
Knoke, D., & Kalleberg, A. L. (1994). Job Training in U.S. Organizations. American
Sociological Review, 59 (4), 537- 546. Retrieved May 28, 2010, from JSTOR.
Knowles, M. (1970). The Modern Practice of Adult Education. New York: Association
Press.
Knowles, M. (1984). The Adult Learner: A Neglected Species. Houston, Texas: Gulf
Publishing Company.
Lakewood Research (1997) Industry Report: Training Budgets. (1997, October).
Training, 34(10), 39-46. Retrieved June 11, 2010, from ABI/INFORM Global.
(Document ID:19759013).
Lawler, E., & Suttle, J. (1973). Expectancy Theory and Job Behavior. Organizational
Behavior and Human Performance, 9, 482-503.

161

Lincoln, Y. & Guba, E. (1985). Naturalistic Inquiry. Beverly Hills, California: Sage
Publications, Inc.
Lim, D., & Johnson, S. (2002). Trainee Perceptions of Factors that Influence Learning
Transfer. International Journal of Training and Development, 6 (1), 36–48.
Lim, D., & Morris, M. L. (2006). Influence of Trainee Characteristics, Instructional
Strategies, and Organizational Climate on Perceived Learning and Training
Transfer. Human Resource Development Quarterly, 17, 85- 107. Retrieved May
28, 2010, from Wiley Periodicals, Inc.
Locke, E. A., & Latham, G. P. (2006). New Directions in Goal Setting Theory.
Association for Psychological Science, 15 (5), 265-268.
McSherry, M., & Taylor, P. (1994). Supervisory Support for the Transfer of TeamBuilding Training. The International Journal of Human Resource Management, 5,
107-119.
Merriam, S. (2009). Qualitative Research: A Guide to Design and Implementation. San
Francisco, CA: John Wiley & Sons, Inc.
Merriam, S., Caffarella, R., & Baumgartner, L. ( (2007). Learning in Adulthood (3rd ed.).
San Francisco, California: John Wiley & Sons, Inc.
Miles, M. & Huberman, A. (1994). An Expanded Sourcebook: Qualitative Data Analysis
(2nd ed.). Thousand Oaks, California: Sage Publications, Inc.

162

Mitchell, T. (1985). An Evaluation of the Validity of Correlational Research Conducted
in Organizations. Academy of Management Review, 10 (2), 192-205. Retrieved
November 1, 2011 from Jstor.
Mitra, A., Jain-Shukla, P., Robbins, A., Champion, H., & Durant, R. (2008). Differences
in Rate of Response to Web-Based Surveys Among College Students.
International Journal on E-Learning, 7(2), 265-281. Retrieved October 17, 2011,
from Google Scholar.
Nikandrou, I., Brinia, V., & Bereri, E. (2009). Trainee Perceptions of Training Transfer:
An Empirical Analysis. Journal of European Industrial, 33 (3), 255-270.
Retrieved May 28, 2010, from ERIC.
Noe, R. (1986). Trainee's Attributes and Attitudes: Neglected Influences on Training
Effectiveness. Academy of Management Review, 11, 736-749.
Noe, R., & Schmitt, N. (1986). The Influence of Trainee Attitudes on Training
Effectiveness: Test of a Model. Personnel Psychology, 39, 497–523.
Patton, M. Q. (2002). Qualitative Research and Evaluation Methods (3rd ed.). Thousand
Oaks, Calif.: Sage Publications, Inc. Retrieved from Google Books.
Park, J., & Wentling, T. (2007). Factors Associated with Transfer of Training in
Workplace E- Learning. Journal of Workplace Learning, 19 (5), 311-329.
Retrieved May 29, 2010, from ABI/INFORM Global.
Pratt, D. (1988). Andragogy as a Relational Construct. Adult Education Quarterly, 38(3),
160-172. Retrieved September 9, 2011, from Carrier Library.

163

Pratt, D. (1993). Andragogy after Twenty-Five Years. New Direction for Adults and
Continuing Education, 57, 15-23. Retrieved September 9, 2011, from Carrier
Library.
Richman-Hirsch, W. L. (2001). Posttraining Interventions to Enhance Transfer: The
Moderating Effects of Work Environments. Human Resource Development
Quarterly, 12 (4), 377–390.
Rouiller, J. Z., & Goldstein, I. L. (1993). The Relationship between Organizational
Transfer Climate and Positive Transfer of Training. Human Resource
Development Quarterly, 4 (4), 377–390.
Russ-Eft, D. (2002). A Typology of Training Design and Work Environment Factors
Affecting Workplace Learning and Transfer. Human Resource Development
Review, 1, 45-65.
Salas, E., & Cannon-Bowers, J. A. (2001). The Science if Training: A Decade of
Progress. Annual Review of Psychology, 52, 471-499. Retrieved June 3, 2010,
from PsycARTICLES.
Sandlin, J. (2005). Andragogy and its Discontents: An Analysis of Andragogy from
Three Critical Perspectives. Journal of Lifelong Learning, 14, 25-42. Retrieved
September 6, 2011, from Google Scholar.
Schunk, D. H. (2008). Learning Theories: an Educational Perspective. Upper Saddle
River, New Jersey: Pearson Education, Inc.

164

Seyler, D., Holton, E., Bates, R., Burnett, M., & Carvalho, M. (1998). Factors Affecting
Motivation to Transfer Training. International Journal of Training and
Development, 2, 2-15.
Smith-Jentsch, K., Salas, E., & Brannick, M. (2001). To Transfer or Not to Transfer?
Investigating the Combined Effects of Trainee Characteristics, Team
Leader Support, and Team Climate. Journal of Applied Psychology, 86 (2),
279-292. Retrieved May 29, 2010, From Psycinfo.
Switzer, K., Nagy, M., & Mullins, M. (2005). The Influence of Training Reputation,
Managerial Support, and Self-efficacy on Pre-Training Motivation and Perceived
Training Transfer. Applied H.R.M. Research, 10, 21-34.
Taylor, M.C., Ayala, G. E., & Pinsent-Johnson, C. (2009). Understanding Learning
Transfer in Employment Preparation Programs for Adults with Low Skills.
Journal of Vocational Education and Training, 61, 1-13. Retrieved May 29,
2010, from ERIC.
Touchette, P., MacDonald, R., Langer, S., 1985. A Scatterplot for Identifying Stimulus
Control of Problem Behavior. Journal of Applied Behavior Analysis, 18, 343351.
Umbach, P. D. (2004). Web Surveys: Best Practices. New Directions for Institutional
Research, 121, 23-38. Retrieved October 17, 2011, from Google Scholar.

165

U.S. Bureau of Labor Force. (2011). Unemployment Rate 9.1 Percent in August 2011
Seasonally Adjusted. Retrieved September 8, 2011, from
http://www.bls.gov/opub/ted/2011/ted_20110908.htm
Velada, R., & Caetano, A. (2007). Training Transfer: The Mediating role of Perception
of Learning. Journal of European Industrial Training, 31 (4), 283-296.
Wengraf, T. (2004). Qualitative Research Interviewing. Thousand Oaks, California:
Sage Publication. Retrieved from Google Books.
Wexley, K. N., & Baldwin, T. T. (1986). Posttraining Strategies for Facilitating Positive
Transfer: An Empirical Exploration. The Academy of Management Journal, 29
(3), 503- 520. Retrieved May 26, 2010, from JSTOR.
Wexley, K. N., & Nemeroff, W. (1975). Effectiveness of Positive Reinforcement and
Goal-Setting as Methods of Management Development. Journal of Applied
Psychology, 64, 239–246.
Woehr, D. & Arthur, W. (2003). The Construct-Related Validity of Assessment Center
Ratings: A Review and Meta-Analysis of the Role of Methodological Factors.
Journal of Management, 29 (2), 231-258.
Yamnill, S., & McLean, G. N. (2001). Theories Supporting Transfer of Training.
Human Resource Development Quarterly, 12 (2), 195-208. Retrieved May 28,
2010.

166

Zappe, J. (2010). Should we be Telling the Unemployed not to Apply? ere.net.
Retrieved June 10, 2010, from http://www.ere.net/2010/06/10/should-we-betelling-the-unemployed-not-to-apply/

